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ABSTRACT 
TEACHER EDUCATION IN A POST-COLONIAL CONTEXT: A 
PHENOMENOLOGICAL STUDY OF THE EXPERIENCE OF JAMAICAN 
TEACHERS’ COLLEGE LECTURERS 
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ED.D., UNIVERSITY OF MASSACHUSETTS AMHERST 
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« 
Former colonial societies, largely categorized as the Third World, are still 
i \ 
• 
affected by negative retentions of their colonial past. The education system in these J 
I 
societies is arguably the most affected in this regard; and teacher education is no ; 
I ( 
* 
exception. Since teacher training is such a pivotal component of this sector, it is a key j 
1 
point of entry to gain a deeper understanding of the effects of colonialism on educational 
0 
institutions, structures and processes. Jamaica provides an important context for this f 
i 
\ 
study in light of its dual or two-tiered system of education which evolved from slavery ! 
r 
\ 
and colonialism. Using both phenomenological and postcolonial theoretical frameworks, 
I conducted a study to ascertain what the experiences of Jamaican teachers’ college 
lecturers would reveal about the status of teacher education. Using an in-depth 
interviewing methodology, I interviewed 17 lecturers from five (5) of the six (6) teachers’ 
colleges in Jamaica. Each interview was approximately 90 minutes long, and each 
participant was interviewed thrice. Interviews were audiotaped and transcribed verbatim. 
I judiciously read each interview transcript, and then coded segments that were salient to 
my research focus - the lived experience of Jamaican teachers’ college lecturers. These 
vi 
coded segments indicated nine (9) themes which overwhelmingly suggest that as tertiary 
institutions, teachers’ colleges are viewed in low regard and continue to occupy the lower 
rung of an inequitable two-tiered system. In keeping with the second theoretical frame of 
the study - postcolonial discourse - I analyzed six (6) of the themes with a view to 
uncovering deeper meanings underlying the educators’ experiences. The preponderance 
of the meanings derived strongly suggests that there are retentions of colonialism that 
prevent teachers’ colleges from cementing their place as legitimate tertiary institutions. 
However, there is some measure of hope, as the findings also indicate that there are 
pockets of radical pedagogical shifts among teachers’ college lecturers, away from 
hegemonic conceptions of teaching rooted in British colonialism and imperialism. 
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CHAPTER 1 
INTRODUCTION AND BACKGROUND TO THE STUDY 
Jamaica: A Tropical Paradise, but what is the Reality? 
An aerial view of Jamaica reveals a panoramic picture of a tropical ‘paradise*. 
The island is considered among the finest vacation spots, attracting more than one million 
visitors annually (Mason, 2000) making it second only to the Bahamas as a tourist 
destination in the Caribbean. Jamaica is endowed with lush majestic mountains, breath¬ 
taking waterfalls, exquisite white-sand beaches, and elegant palm trees. It is undoubtedly 
among the most beautiful places on earth. 
However, this picturesque description of Jamaica belies the harsh realities of its 
social, economic, and political landscape. Crime and violence wreak havoc in the society 
resulting in one of the highest murder rates in the world. For example in 2005 the murder 
rate soared to a record high of 1,669 in a population of just 2.6 million people 
(Thompson, 2006). Perhaps the driving force behind crime is the chronic poverty which 
has trapped the majority of black Jamaicans in working class conditions and has virtually 
eliminated the middle-class. Consequently, the widening gulf between the rich and the 
poor solidifies the gross inequity which exists in the Jamaican society. 
Jamaica’s culture of crime, violence and poverty is exacerbated by the real or 
perceived high levels of corruption in public and private sectors. There are countless 
reports of government awarding contracts along political party lines, and of civil servants 
soliciting and accepting bribes while executing their duties. As the discourse on the daily 
media talk-shows and everyday interaction suggests, Jamaica is a failing, if not a failed 
state. 
1 
So how did we get to this point? The answer to this question may be deeply 
rooted in the country's slavery and colonial past, which has left an indelible trajectory of 
inequity in the Jamaican society. Perhaps the effect of the nation’s history is most 
imprinted on the education system. Although Jamaica has come a long way in making 
education accessible to the masses, it continues to operate an inequitable two-tiered 
system of education which was established by the British during their colonial rule. That 
system delivers very different kinds of education to the “two Jamaicas” that former Prime 
Minister of Jamaica Edward Seaga described in the 1960s and amazingly, again in 2005 
as the “haves” and the “have-nots” (Seaga, 2005). The former constitute whites, browns, 
Chinese, and affluent blacks; and the latter, the majority of the black population. Since 
education is the primary vehicle for the majority of Jamaicans to climb the social ladder, 
an education system that offers little chances of that possibility is considered a failure by 
many. Now that I have set the scene, I will begin to provide a picture of what I observe as 
an inequitable two-tiered system of education in Jamaica. 
The Current State of Jamaican Education 
A two-tiered education system: Primary and secondary 
Within 20 years of the [Negro Education Grant], two types of schools emerged, 
the elite schools for the children of the gentry, and publicly financed schools for 
children of the working-class. The children who were expected to occupy 
professional careers were educated in the elite schools, while the artisans, semi¬ 
skilled and the unskilled were prepared in public elementary schools. This 
dualised system became entrenched into the social fabric and for more than a 
century education functioned as the most powerful gatekeeper of the status quo. 
(Task Force on Educational Reform, Jamaica, 2004, p.41. Hereafter, The Task 
Force) 
9 
The above quotation describes an education system that is indicative of the virtual 
two-class society which has emerged in Jamaica and continues to operate as such. This 
pattern can be observed from as early as the elementary level of education. On the one 
hand there are the public primary schools1, which are poorly funded and maintained, 
largely serving the black population. On the other hand, the private primary or 
‘preparatory schools’ serve children of the well-to-do. These ‘prep schools’ provide 
superior services and facilities for their patrons as opposed to that offered by primary 
schools. For example, it is unheard of for a prep school not to have proper toilet facilities. 
However, there are many primary schools, particularly in rural Jamaica, that still have pit 
lavatories. Also, while prep school classroom sizes average in the 20s, for primary 
schools, it is anywhere between 40 and 70 students in a class! Perhaps the most 
significant aspect of the disparity between the two types of primary schools is the fact 
that both sets of students compete through a highly selective examination for the same 
limited places available in an elitist secondary system. 
The disparity continues at the secondary level and is even more significant since 
the differences are between two types of public schools, as opposed to private versus 
public, in the case at the elementary level. There are two major kinds or ‘quality’ of 
secondary schools2 3 in Jamaica: the up-graded high school and the traditional high 
school/ Both are government funded schools at this point, but the latter did not begin as 
1 The primary school represents about 70% of the elementary school system. 
: It is important to note that although the traditional high and upgraded high schools are the main ones in 
the system, there are a few technical and comprehensive schools. 
3 Also represents about 70% of the secondary level. 
3 
such.4 5 The up-graded high schools are under-funded, not highly regarded, and have a 
vocational focus. On the other hand, the traditional high schools, referred to by some as 
‘brand-name schools’, are better funded (many have private endowments), very highly 
regarded, and have a strong academic and Liberal Arts focus. 
The inequity continues with a selection instrument called the Grade Six 
Achievement Test (GSAT). This test is used to determine which of these two types of 
secondary institutions a child attends. As The Task Force report points out: 
The Common Entrance Examination functioned as the screening mechanism in a 
highly competitive selection process. Students who were selected went to 
traditional high schools the rest flowed automatically to New Secondary Schools 
[now called up-graded high schools], resulting in an institutionalized two-tiered 
system - one for the upper and middle class and the other for children of the 
masses, (p.42). 
Both primary and prep school students take the test at the end of grade six. Although 
there are other factors" considered in the selection process, the GSAT score is the key 
factor the Ministry of Education and Youth (MOEY) uses for making school placement 
decisions. Because prep schools are much better equipped to ‘prepare’ students for the 
GSAT, prep school students achieve scores that give them a competitive edge over their 
primary school counteiparts. The government tried to address this imbalance by 
establishing a quota6 system in the 1960s. However, parents of prep school children used 
a range of methods to circumvent the rule (See Miller, 1990, p. 157 for more details on 
this issue). Also, the government has not made any meaningful effort to bring upgraded 
4 As I will show in greater details later, the traditional high school started as a private institution for whites 
in the slavery/colonial period. 
5 Two others are school choice made by students/parents and proximity to school 
6 The government observed that 50% of the free places to high schools were going to prep-school students 
even though there were many more primary than prep-schools. In an effort to make the system more 
equitable, the government introduced the 70:30' policy, which meant that 70% of the places in high 
schools would be awarded to children from primary schools and 30% to children from prep-schools. 
4 
schools on par with the traditional high schools. The vast majority of black Jamaican 
children are therefore relegated to an “inferior" secondary school. 
The inequity of the education system is strongly registered in the examinations 
taken at the end of secondary schooling. Students take examinations that determine the 
direction they go in terms of employment or further formal education. At the end of grade 
11, traditional high school students take the British General Certificate of Education 
(GCE) or the Caribbean Examination Council (CXC)* * 7 examinations which are 
recognized by all places of employment and tertiary institutions. Students from up¬ 
graded schools largely take the Secondary School Certificate (SSC), which is not 
recognized by major places of work or most post-secondary institutions. In upgraded 
schools, the more academically able students, which are few, however have the option of 
taking the GCE and CXC examinations. Traditional high school students who do 
exceptionally well8 in their examination continue to grade 12 and 13 to take A’ level 
subjects to matriculate at the University of the West Indies (UWI) which is the premier 
public tertiary institution in the country9; or at colleges or universities abroad. Their 
schoolmates who pass with low scores might repeat the exam year in an attempt to 
matriculate for grade 12 and 13, seek employment or move on to post-secondary 
institutions that accept their passes. 
The GCE is a British examination that was taken largely by students at from the traditional high schools is 
been slowly replaced by the CXC. a Caribbean regional examination. A pass in CXC means obtaining 
Grades 1-3, with Grade 1 being the highest pass and Grade 5. the lowest. 
s For most schools, this means distinctions in five or more subjects 
9 The University of Technology is also another public institution that students aspire to attend. It has a 
lower status than the UWI, but higher than teachers’ colleges. There is also Northern Caribbean University, 
a private institution, which is an emerging force on the tertiary landscape. 
5 
The small minority of up-graded high school students who score well on the SSC 
exam seek a job, or enter post secondary institutions that accept their certificate. Those 
from this type of secondary school, who manage to take GCE or CXC and have 
acceptable results, have a greater chance of continuing at a tertiary institution; and in very 
rare cases pursue A’ levels at a traditional high school or privately. One such tertiary 
institution that ‘rescues' low performing students from traditional high schools and high 
performing students from up-graded high school is the teachers’ college. At this point, I 
will provide a description of the status tertiary institutions in Jamaica primarily focussing 
on the teachers’ college, particularly in relation to the UWI. 
The two-tiered system at the tertiary Level: The UWI vs. teachers’ colleges 
The two-tiered phenomenon of education in Jamaica did not bypass the tertiary 
level and has effectively rendered the teachers’ college a second rate institution. At the 
tertiary level, the looming presence of the UWI on one hand overshadows teachers 
colleges on the other. The differences are evident in admission requirements, examination 
certificates awarded, faculty characteristics, faculty job description, and resources. 
In some sense the traditional high school and the up-graded high schools are 
feeder institutions for the UWI and the teachers’ colleges, respectively. Traditional high 
school leavers who score high on their examinations are eligible to go on to the highly 
selective UWI (or foreign universities), while those obtaining low passes are largely 
confined to one of the six teachers’ colleges (or other tertiary institutions). Also, those 
students who do well in the upgraded secondary school make it to the teachers' college. 
In other words, those who go to teachers’ colleges in Jamaica largely comprise the 
traditional high school graduate who did not score very high in the secondary school exit 
examination, and the few upgraded high school students who did well in their 
examinations. It must be pointed out here that when the SSC (taken by most upgraded 
high school students) is accepted, it is largely in the case of the candidate who will be 
trained as a primary school teacher. I argue that this is so because primary teaching is 
regarded as less ‘prestigious’ than secondary teaching in Jamaica. 
The kind of certification teachers’ college students receive at the end of training is 
also indicative of the low status that those institutions continue to occupy. Although four 
of the teachers’ colleges were established 50 to 100 years before the UWI, they are not 
fully established degree granting institutions. Although some teachers’ colleges are now 
offering bachelors and master’s degrees (in conjunction with UWI or an overseas 
institution) in a few programs, the major certificate they awarded after three years of 
training is the Diploma in Teaching. This diploma is not considered equivalent to a 
bachelor’s degree. Its status may be roughly equated to the certificate obtained at a 
community college in the United States. 
There are also some characteristic differences between lecturers at teachers' 
colleges and lecturers at the UWI, which may explain the disparity between the treatment 
of the two institutions. For example, lecturers at the UWI are almost exclusively 
graduates of the traditional high school who obtained all or some of their degrees at that 
institution. On the other hand, although some teachers’ college lecturers went the route of 
the UWI lecturer, the majority first attended teachers’ colleges and then used that 
certification to matriculate for the UWI to gain a first degree. Also, while the 
7 
overwhelming majority of UWI faculty hold doctoral degrees, the majority of teacher 
educators have masters degrees. 
Another issue that might be a factor in the inequitable status that exists between 
teachers' colleges and the UWI is gender. The vast majority of teachers’ college lecturers 
are women, outnumbering their male colleagues by about a ratio of 7 to 3 (personal 
observation). This is consistent with the trend observed in the teaching services in 
Jamaica, and correlates with the fact that most teacher educators ascended from the 
teaching ranks of the secondary level, and to a lesser extent, the primary. Most 
academically qualified men do not choose teaching as a career because of its low status 
and remuneration in relation to other professions. The picture changes at the UWI as 
there are predominantly males from the middle and upper classes teaching at that 
institution (Miller, 2000). 
The low regard ascribed to teacher education in Jamaica is also reflected in the 
disparity in job description and the degree of autonomy teacher educators have in 
comparison to their UWI counterparts. The UWI faculty has the freedom to design 
courses, set and mark their students’ examination, and pursue scholarly research. The 
main duties of the Jamaican teachers’ college lecturer are teaching, supervising student 
teachers, and invigilating end of semester examinations. Additionally, unlike their 
counterparts at the UWI, there is no requirement or support for them to pursue scholarly 
research. Teaching for teachers’ college lecturers follows a set curriculum formulated by 
the Ministry of Education Youth and Culture (MOEY)10 and the Joint Board of Teacher 
10 The MOE was established in the 1950s as a government department that oversees the running of all 
public educational institutions, and monitor all private ones in the country. 
Education (JBTE).11 Lecturers supervise the teaching practicum but assessment of this 
activity is shared with officials largely from the MOEY and the UWI. Although 
Teachers’ College lecturers are members of the JBTE and their input is sought in 
curriculum and examination decisions, the JBTE and the MOEY have the final say in 
those matters. 
The conditions under which educators practice also represent a significant point 
of difference between the UWI and the teachers’ college. Lecturers at the UWI work 
under much more favorable conditions than their teachers’ college counterparts. For 
example at the UWI, they contend with fewer academic deficiencies in their students, 
have lighter teaching loads, and have access to better teaching resources. In contrast, 
teachers’ college educators work under challenging and difficult conditions. The general 
complaint of teachers’ college lecturers is that many of their students present low 
academic levels of preparedness and apathy towards the teaching profession. Teachers’ 
college lecturers also complain about their work load. Typically, a teacher trainer teaches 
3 to 4 courses per semester to an average of 30 students per class. In addition, she/he 
travels great distances over rugged terrains and through heavy traffic to supervise student 
teachers and then return to teach at the college. 
The job of the teachers’ college lecturer is further frustrated by lack of resources. 
For example, the material in most teachers’ college libraries is woefully inadequate - 
outdated books, lack of local publications and limited Internet access. In addition, there is 
usually a shortage of other basic equipment such as photocopy machines, overhead 
projectors, television sets and other audiovisual devices. As a result, it is quite common 
11 The JBTE was established in 1965 to manage curriculum and examination matters regarding teachers’ 
colleges. It is headquartered at the University of the West Indies, and is headed by lecturers at that 
institution. 
9 
for teacher educators to procure some of these resources out of personal funds.12 It is the 
opposite case at the UWI as they have most of the resources they need at their disposal. 
For example, their library is much better equipped with reading resources, study areas 
and Internet facility. 
The preceding description of the state of education in Jamaica depicts a society 
that is failing to deliver equal educational opportunities to the vast majority of its people. 
But is too much expected of a country that can be considered a young nation, having 
obtained its political independence just 43 years ago? And it must not be forgotten that 
almost three centuries before that, Jamaica was a slave colony, characterized by 
oppression and violence against the black majority. Although the recent date of 
independence might explain the current conditions, I do not think the country’s 
‘youthfulness’ is a significant factor. Instead, I argue that we continue to nurture the 
inequities planted during slavery and colonialism, which is a major contributory factor to 
the injustices in the existing education system. So how did the colonial past give root to 
the current state of education in Jamaica? The following discussion is a brief account of 
Jamaica’s history, focusing particularly on education and teacher education. 
The Historical Context of Teacher Education 
Brief history of Jamaica 
Jamaica’s story is characterized by colonial violence and domination beginning 
with the Taino Indians who are recorded as the first inhabitants of the Island. The Tainos 
are believed to have lived in Jamaica between AD 600 and 900 (Sherlock & Bennett, 
1998, p. 44) or around AD 1000 (Black, 1965, p. 12). Their life was tragically disrupted 
12 The average teachers' college lecturer earns considerably less than the average UWI lecturer. 
10 
by the Spanish when Christopher Columbus landed in Jamaica in 1494 and colonized the 
island for over 150 years. It is estimated that there were 50,000 - 60,000 native Indians 
living in Jamaica at the time of the arrival of the Spaniards (Sherlock & Bennett, 1998, p. 
48) and by the end of their rule, the natives were virtually wiped out. In 1655 the English 
displaced the Spanish in Jamaica, and ruled the country for over 300 years; first under a 
system of slavery until 1834, and colonialism until the country’s independence in 1962. 
Elementary and secondary education: Slavery to the present 
During the period of slavery, little formal education took place on the island and 
those receiving education at the time were exclusively children of the white population. 
White children received education through tutoring at home, schooling abroad, or from 
the private schools that existed at the time. With the advent of Protestant Missionaries 
from England in the 1750s, whose major project was to Christianize the enslaved 
population, some blacks received limited education. These developments arguably set the 
stage for the two-tiered system of education that is currently in place. 
The end of slavery opened the door of education for blacks; however, a 
continuation and an intensification of the two-tiered arrangement persisted. A fund called 
the Negro Education Grant (NEG) was provided by the British colonial authorities to 
‘educate’ black children. The missionaries were commissioned to administer this fund, 
and along with the authorities who established the Mico Trust13 operated what became 
known as ‘the Denominational System’ (Miller, 1990). That arrangement had two major 
planks: the primary (elementary) schools on one hand, and normal schools (teacher 
13 The Mico Trust was a bequest from Lady Mico, a British noble woman. This trust was diverted to the 
cause of educating blacks in the Caribbean. 
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training centers) on the other. Both the elementary and the teacher training centers 
followed largely vocational and religious foci. 
Meanwhile, the colonial authorities operated a parallel system of education for 
whites and browns, which consisted of private elementary schools and elite high schools 
modeled on the elite British grammar school. Admission to these schools was through 
scholarships14 (to poor white and mulatto children) or through fees. This meant that the 
vast majority of blacks had little or no opportunity to access secondary education for 
much of the period because they could neither successfully compete for scholarships nor 
afford the fees. This system continued until 1957 when the Jamaican government 
increased access to secondary education through the establishment of Technical and All- 
Age-Schools. 15 The government also established the Common Entrance Examination 
(now replaced by the GSAT) to select students for the now well established elite 
traditional high school.16 These developments consolidated the two-tiered secondary 
school system culminating in the current realities I described earlier. 
The post-independence period witnessed further intensification of the two-tiered 
system particularly at the secondary level. The elite traditional secondary school was 
maintained on the one hand, while on the other, a vocational secondary school had 
become the largest component of the system. Two major reforms during this period 
contributed to this growing divide in the quality of education provided for the “two 
Jamaicas”. First, the “New Deal for Education” in 1966/7 resulted in the establishment of 
14 Scholarships were provided by major donors such as the Drax. Vere. Guthrie & Davidson, and Merrick 
trusts. These were largely for the benefit of boys. Later in 1892, the colonial government also established a 
scholarship scheme. 
15 Grades 7, 8 & 9 were added to some elementary schools and renamed All Age School. 
16 From here on will be referred to as traditional high school 
Junior Secondary Schools for the age-group 12 - 15 or grade 7-9. While previous 
reforms at the secondary level were to expand academic and technical education, the 
Junior Secondary School was designed to provide remedial studies in language and 
communication skills; calculation skills; and skills in a variety of practical subjects. 
Second, in 1973 the government launched the “Education Thrust of the Seventies*’ 
in another bid to increase access to secondary schooling. This resulted in the conversion 
of Junior Secondary Schools into five-year schools with the addition of grades 10 and 11, 
and renamed ‘New Secondary Schools’. Although there was some modification to the 
curriculum through the offering of general subjects, the basic curricula remained 
essentially vocational. In response to the growing criticism that these schools marginalize 
the majority of Jamaicans, the government since the late 1990s renamed them ‘Up-graded 
High Schools’, but left their basic structures intact. Unfortunately, primary and secondary 
were not the only levels of education affected; teacher education was also a victim. 
Teacher education: Post-emancipation to the present 
The early separatism in education was also reflected in the development and 
purpose of teacher education in Jamaica. Prior to emancipation, white residents in 
Jamaica recruited teachers from Britain to tutor their children, while as mentioned earlier, 
blacks had little or no tutelage. Moravian missionaries made the initial step to train local 
teachers in 1832 (D’Oyley, 1979, p. 10) but it was not until emancipation and the 
attendant NEG, that teacher training institutions (then referred to as Normal Schools) 
were officially established. As was the case with elementary education, the religious 
denominations and the Mico Trust implemented the first system of teacher education in 
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Jamaica in 1835/6. The purpose was to prepare biack teachers to teach in the newly 
established public elementary schools. Also, because blacks were denied secondary 
schooling during the period, teacher education for them functioned effectively as a 
secondary institution as well as a primary route to upward social mobility. 
Teacher education curricula reflected the largely disempowering nature of 
education for blacks. As was the case at the elementary level, the teacher education 
program heavily emphasized religious and agricultural studies. On the one hand the 
religious groups were on a strong campaign to use teaching as a vehicle to promote their 
doctrinal agenda. On the other hand, the government, reflecting the colonizers’ general 
view that the place of blacks is in the ‘field’ of agriculture, insisted on the inclusion of 
agriculture in the training. The authorities at the Mico normal schools however, 
represented a dissenting voice, arguing that the emphasis on agricultural ‘studies’ was too 
similar to the recent slavery experience; hence they offered a more balanced curriculum. 
Later in the period the curriculum took on a more elaborate ‘bookish’ character (Gordon, 
1963, p. 170), a response attributed to the rejection of agriculture by black people, and a 
move on the part of the authorities “to establish the status of primary school teachers” 
(Gordon, p. 170). That departure perhaps succeeded only in promoting the 
teacher/subject-centered approach that characterizes education in Jamaica even today. 
When the government assumed its first major takeover of the education system from the 
churches in 1892, teacher education returned to the more agricultural and remedial one. 
The implementation of the teacher education program was foreign and 
authoritarian, which may to a certain extent explain the lack of local learning material in 
today’s classroom, as well as the teacher-centered instructional approach. The individuals 
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who trained teachers during much of the period of post-emancipation were the 
missionaries themselves and British tutors. D'Oyley and Murray (1979) note that up to 
the late 1930s the faculty of training colleges was dominated by Europeans, mainly the 
British. The missionaries sought to recruit a teacher educator possessing strong “practical 
knowledge of the British system, and an aptitude to teach, with power of government not 
only over children but over men’ (D'Oyley and Murray, 1979, p. 13). This qualification 
indicated the kind of individual who the establishment felt was sufficient and necessary 
for enforcing the will of the colonial powers. Hence, pedagogy was teacher-centered and 
heavily promoted rote learning and memorization in the training process. 
Although Jamaica has made noteworthy strides, particularly in providing the 
black population greater access to popular education, its educational system still 
maintained the structure and practices reminiscent of slavery and colonial society. In light 
of this history, I have come to the conclusion that the Jamaican teacher education system 
operates within the context of a two-tiered educational arrangement originating from an 
oppressive and discriminatory past. This historical legacy is reproduced in an education 
system developed for the upper classes and one that marginalizes a disproportionately 
large, black, working class population. In addition, it would appear that because teacher 
training was originally established for the black populace, there is still a reluctance to 
value the teachers’ college as a legitimate tertiary institution, denying it recognition and 
vital support. 
Because of the historical context from which teacher education in Jamaica 
emerged, and my tentative feeling that negative retentions of that past are still apparent in 
the current system, I could not help but wonder to what extent we are still adversely 
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affected by colonialism. This led me to explore the literature of postcolonial thinkers on 
the issue. The postcolonial narrative presents a compelling argument supporting my 
theory regarding the impact of colonialism on education and society in general; and 
hence postcolonial critique is a significant plank of my theoretical framework. I will 
return to a fuller discussion and application of these ideas later in chapter two on the 
review of the literature on teacher education in Third World countries, and particularly so 
in my reporting and discussion of the findings of this study. However, at this point I will 
highlight some of the major tenets of postcolonial theory. 
Postcolonial Ideological Discourse 
Postcolonial studies is a relatively recent ideological discourse and represents a 
critical response by the former colonized to the various forms and processes of Western 
domination and subjugation resulting from the colonial encounter. The evolving state of 
this theory is evident in the unstable use of the term post-colonial versus postcolonial. 
Some theorists use post-colonial to refer to conditions after or post colonialism (London, 
2003), while others use postcolonial to mean the effects of colonialism since its inception 
to the present (Ashcroft, Griffiths, & Tiffin, 1998). In addition, you will find that in 
reference to this emerging critical theory, some use both terms interchangeably - post¬ 
colonial theory ox postcolonial theory. To avoid any confusion of the terms in this study, 
as well as based on the logic of the definitions given above, I will employ the form “post- 
colonial” to mean after the event of colonialism; and “postcolonial” to refer to the 
discourse. I will also use neocolonial when addressing the new forms of economic and 
cultural oppression emerging, or supported by post-colonial subjects, since they gained 
independence. 
The colonial enterprise has left former colonies suffering from wounds which 
appear to deepen rather than heal. In virtually every aspect of their lives, former 
colonized people contend with the repercussions of their encounter with European 
colonizers. In response, postcolonial theorists engage in discussions about a host of 
experiences relating to slavery and colonialism such as suppression, resistance, 
representation, difference, race, gender, and social class. Within these broader themes, 
specific issues such as the primacy of the colonizer’s language, religion, cultural 
histories, knowledge and other element of identity over that of the local people’s is 
topical in the postcolonial conversation. Postcolonial studies, therefore, is an academic 
space in which to contest hegemonic ideologies and impositions, which continue to 
oppress and confuse formerly colonized peoples who now inhabit what is called the 
‘developing world’ (here after. Third World or post-colonial societies).17 
Postcolonial discourse is led by a host of passionate voices from different corners 
of the Third World who call our attention to Western violence and domination. A leading 
figure is Frantz Fanon, a native of the French Caribbean colony of Martinique who later 
settled in Algeria. In his major works Black Skin White Mask and Wretched of the Earth 
he strongly denounces the violence that the West has visited upon its victims in its quest 
to gain wealth and to spread its ideology. He challenges former colonized peoples to 
reject this dominance by not nurturing negative seeds the West has planted, but to 
develop a new set of values and ideas - even facilitated by violence. 
1 As part of my political stance in joining the postcolonial conversation, I will not use the term 
“developing” or "developed” in reference to countries. Instead, for the want of a better term. I will go with 
“Third Word” for less industrialized nations and “First World” for industrialized ones. 
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Another prominent voice in postcolonial discussion is the Palestinian, Edward 
Said who up until his death, spoke from the stage of the United States. In his 
groundbreaking work Orientalism, Said describes how the West, through centuries of 
dominating the Middle and Near East, designated them ‘the Other’ - an entrenched 
characterization that distorts the identity of the East (and elsewhere), and relegated them 
to an inferior place in humanity. I have also found Said’s concept of “positional 
superiority” quite useful in my understanding and discussion of the two-tiered system of 
education in Jamaica, particularly the inferior status of teachers’ college in relation to the 
UWI. 
Other voices involved in this counter-discourse are those of Marcus Garvey and 
the Rastafarian movement in Jamaica. I promote these voices here because they have not 
received the prominence I believe they deserve in the academic sphere. They advocate 
regaining a central element of personhood, perhaps lost by all colonized people - their 
original identity. Garvey and the Rastafarians admonish Jamaicans and blacks 
everywhere to reject the negative characterizations the colonizer has designated them, 
and instead love themselves and respect their African heritage. 
This synopsis is a fair representation of the general themes articulated in the 
views and observations expressed by postcolonial critics. They point to the notion that 
former colonial powers, particularly Western nations, continue to impact the ‘rest’ of the 
world through ideologies and systems they established during colonial times and which 
are reinforced and active today through neocolonialism. As I have stated earlier, I am not 
in a position to state categorically how teacher educators are affected in general, but as a 
descendant of the oppressed group spoken about in this study, I am committed to making 
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sense of my experience. So in what special way am I connected to the issues I have 
highlighted, and how have I explored them in this study? 
The Research Questions 
As someone whose lived experience has been a tiresome climb up the social 
ladder, and more so as an educator who has worked throughout the various levels of the 
Jamaican education system for over sixteen years; I have a strong connection to the issues 
this study examines. I have worked as a teacher educator for the past ten years and have 
developed a deep sense of commitment to the process. In particular, I have a profound 
appreciation for the work of the people wTio prepare teachers in the context of the 
challenging conditions of a Third World nation. As a result, I have developed a strong 
desire to understand the experiences of the people who work at the lower rung of tertiary 
education in an inequitable two-tiered system. I wanted to understand more about what 
the experience means to them and to make sense of it through a postcolonial lens. 
In light of the context of teacher education in Jamaica and my interest in the lived 
experience of teacher educators in particular, I conducted an in-depth phenomenological 
interview study of the experience of Jamaican teachers’ college lecturers, guided by the 
following questions. 
1. What is the experience of Jamaican teacher educators who work in the 
teachers’ college system? 
2. What meaning do Jamaican teachers’ college lecturers make of their 
experience? and 
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3. What are the connections between teachers’ college lecturers’ experience and 
Jamaica’s history of slavery and colonialism? 
Significance of Study 
I endeavor in this study to provide an opportunity for teacher educators like 
myself to make sense of our relationship to the work of preparing teachers in the 
prevailing circumstances of Jamaica. Teachers’ college lecturers practice in a two-tiered 
educational environment replete with challenges that affect how we think about and carry 
out our practice. It is my belief that this in-depth interviewing process has provided a real 
opportunity for participants to deeply examine and put into perspective the meaning that 
the lived experience as a teacher educator has for them. As a result, this reflection will (a) 
provide greater understanding and insights into how these conditions affect our work, (b) 
inform us about how to better negotiate the challenges, and (c) open an informed 
conversation about the inequities of Jamaican education system in general and teacher 
education in particular. 
A very significant implication of this study is that it will add a postcolonial voice 
to education and particularly teacher education in Jamaica. Although there is a growing 
body of literature in postcolonial thinking, not much is focused on education, especially 
in relation to the Jamaican situation. Postcolonial discussion has largely taken place in the 
fields of literature, cultural studies, and history. And although theorists in those fields, by 
necessity, buttress much of their arguments on the instrumentality of education in the 
colonial and imperialist enterprise, the field of education needs to delineate its own 
narrative in the discourse. Therefore, the teacher educators’ comments on their work in a 
post-colonial context, and my interpretation of that experience in light of postcolonial 
thought in this study, has definitely added (empirical) material to post colonial thinking 
on education in general and to Jamaica in particular. 
Although this study is a small step towards understanding the experience of 
Jamaican teacher educators, it will counter the dearth of knowledge about education in 
Jamaica generally, and about educators in particular. In light of this it would be of great 
value to education if more researchers become motivated to study the work of Jamaican 
educators and teacher education as a whole. Also, the sparse research done on teacher 
education in Jamaica is conducted through surveys. It is my conviction that the in-depth 
phenomenological interviewing methodology has proved fruitful in this study. It is my 
hope therefore, that other researchers will be inspired to employ this approach in other 
post-colonial contexts where research does not often focus on the participants" lived 
experience. 
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CHAPTER 2 
RESEARCH ON TEACHER EDUCATION IN THIRD WORLD NATIONS: A 
POSTCOLONIAL READING 
Introduction 
Because this dissertation study explores the experience of teacher educators in the 
context of a Third World nation, it makes sense to have an understanding of the situation 
in other such societies. Jamaica (and the Caribbean) shares a common colonial 
experience with many Central American, African, and Asian nations, hence I will present 
research findings from these regions. The scope of this review, however, is limited by a 
major factor - the paucity of research on teacher education in the Third World. In the first 
place, there is miniscule research on teacher educators; therefore, the review will focus 
on teacher education in general as a context for the work of teacher educators. For the 
same reason of limited research in the area, the discussion relies heavily on the 
MUSTER18 studies conducted by a team led by Lewin and Stewart, and reported in 2003. 
I also include in the discussion, findings from other studies conducted from 1990, 
which must be taken with caution as situations may change as a result of new policy 
directions and new ways of thinking. However, for the benefit of this study, some 
‘‘comfort'’ can be taken in the fact that matters move rather slowly in the Third World so 
there might not be significant changes in these situations. Finally, although there are 
various models of teacher training in Third World countries, the primary focus of this 
discussion is on the popular traditional college-based preservice model. 
18 The Multi-Site Teacher Education Research project (MUSTER) explores initial teacher education in 
five countries - Ghana. Lesotho. Malawi. South Africa, and Trinidad and Tobago. 
The literature suggests that a meaningful discussion about teacher education 
should focus on: characteristics of teacher recruits; curricula of teacher education', 
pedagogical orientation/practices; and the practicum exercise (Lewin & Stewart, 2003a; 
Ben-Peretz 1995; Cummings, 1990; Ghani, 1990; & Dove, 1986). Therefore, 1 have 
organized the discussion under those broad headings. I have also done an analysis of the 
literature, guided by postcolonial thought, since in my study I explored connections 
between the educators’ lived experience and the country's history of slavery and 
colonialism. 
Important Characteristics of Teacher Recruits 
The candidates being prepared to enter a profession determine to a significant 
extent, the success of their training as well as their effectiveness in practice in the future. 
Importantly too, is the reality that the perceived status of the profession determines the 
individuals it attracts. Because of such factors as low salaries and difficult working 
conditions (Siniscalco, 2002) associated with teaching in Third World societies, it is not 
difficult to understand why it is one of the less attractive professions. From my 
observation in Jamaica, teaching represents a transitional or temporary occupation for 
many, until a more lucrative opportunity becomes available. As a result, the profession 
tends to attract many who lack the desirable profile for the teaching service, as well as 
disproportionately drawing individuals from particular groups. An important question in 
this discussion therefore, is who becomes a teacher in the Third World society and what 
characteristics do they bring to their initial training? The literature from Third World 
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nations highlights gender, social class, entry qualifications and conceptions about 
teaching as important issues holding the answer to that question. 
In the Third World, as is the case in First World, the vast majority of teachers are 
females except in sub-Saharan Africa and South Asia, where teaching continues to be a 
male occupation (Siniscalco, 2002). This report also shows a general trend over the 1990s 
in percentage increases, narrowing the gender gap even in regions where the profession 
was traditionally male. The male-female disparity is most pronounced at the lower levels 
(Siniscalco, 2002) of the education system. The increasing absence of men in the 
classroom threatens the ‘balanced socialization’ of students, particularly boys. In - 
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Jamaican for example, there is a general perception that boys are under-performing girls, j 
and are exhibiting antisocial behaviors because of the limited presence of male role 
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models at virtually all levels of the society. \ 
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Another feature of the teaching profession in Third World countries is that J 
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teachers originate largely from the lower social classes (Cummings, 1990; Ghani, 1990; * 
Marcondes, 1999; Lewin & Stewart, 2003a), as opposed to their mostly middle class ! 
0 
counterparts in industrialized nations. This is a constraining factor for teacher education j 
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in Third World nations as it means that “many are from households with low levels of 
parental education and non-professional livelihoods” (Lewin and Stewart, 2003a, p. 968). 
Individuals from such backgrounds tend to enter the teacher education process with 
certain intellectual, social and economic challenges; and therefore have to make major 
adjustments during the process, proceed with mediocrity, drop-out, or develop some time 
post-training. This situation is likely to translate into a generally inefficient system and a 
strain on the limited resources of Third World nations. 
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Entry qualification for teacher education is the groundwork for training as well as 
a reasonably accurate predictor of the quality of future outcomes. Most Third World 
countries require teacher trainees to demonstrate successful completion of secondary 
education, but because of teacher shortages as well as varying models of training, 
matriculation standards are often lowered. For example, Zeegers, (2000) report that less 
than half of the trainees in Papua New Guinea met the country's stated requirements; and 
“‘the academic level of many entrants in...Ghana, Lesotho, Malawi, South Africa, and 
Trinidad and Tobago...is weak” (Lewin & Stuart, 2003a, p. 698). In many cases this 
means that candidates are not grounded in core subjects, particularly in the language of 
instruction (i.e. English, French and other languages of the former colonial powers). 
Because of the higher status accorded to secondary teaching, the more qualified entrants 
usually choose or are selected to teach in the higher grades, which further depresses 
standards at the primary level. 
The views and perceptions that trainees hold about a profession undoubtedly 
influence their level of receptiveness or resistance to their training programs. Many 
entrants consider teaching a ‘stepping stone’ or last resort and, thus, do not make a 
conscientious decision to enter the profession. Trainee teachers also share the broader 
society’s perception about the teacher’s role and the act of teaching. Lewin and Stewart 
(2003a) found that trainees “often have well-developed images of good primary teachers 
which typically focus on the personal and affective aspects of being a teacher, rather than 
methods of effective teaching and learning” (p. 698). In reference to models who 
exemplify effective teaching, student teachers highlight those resonating with 
transmission based and other teacher-centred pedagogies (Lewin & Stewart, 2003a). 
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This kind of perception among teacher trainees about teaching sets the stage for 
what they expect from their lecturers in college. In my experience as a teacher educator, I 
have also found that student teachers tend to sing the praises of lecturers who provided 
them with information as opposed to those who used a more constructivist approach that 
places the onus on the learner to investigate and gather information. These finding and 
insights typify the general situation described by the literature on teacher education in 
Third World countries, and hints at the “apprenticeship” phenomenon posited by Lortie 
(2002). Among other things, the apprentice phenomenon suggests that training may have 
, c 
little effect, as teachers act out what they learned from their teachers in their classrooms, i 
thus perpetuating the cycle. j 
i 
Teacher Education Curricula t 
The courses in teacher education curricula can be organized according to these f 
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headings: foundation of education studies, subject content, professional studies, and 
practice teaching (Ben-Peretz 1995; Ghani, 1990; & Dove, 1986). This course of study is t 
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J designed to provide academic and professional training to produce a ‘well rounded’ j 
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professional. How curricula are crafted, organized, interpreted and implemented is 
critical especially in the context of the Third World, since the prevailing models are 
largely adapted from industrialized societies in the West. 
The nature of curricula in Third World countries is incoherent, traditional, and 
lacking in cultural relevance. According to Lewin and Stewart (2003a), “the origins of 
teacher education are diverse, reflecting historical traditions, sporadic investments in new 
courses (often motivated by external assistance), and the interests of various groups of 
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stakeholders” (p. 700). The syllabi of the colleges Lewin & Stewart (2003b) examined 
appear “outdated and conservative...with the old foundation courses or the ‘ologies' still 
apparent” (p. 73). The courses referred to here include those grounded in psychology, 
sociology, organization and management theories informed by scholarship from western 
culture. In a study on the transition from college to the Jamaican classroom, Evans 
(1997a) found that teachers rated Adolescent/Child Psychology and Behavior 
Management as most useful. However, those teachers reported that they experienced 
difficulty applying that knowledge to the local cultural context because of problems with 
the cultural appropriateness of the material. 
The curricula in Third World countries are overloaded and burdensome. Arthur 
(1998) for example, reported that overload of subject syllabus is the most cited problem 
by teacher educators in Botswana. He described the syllabi as “packed and rigidly 
compartmentalized... [resulting in a]...pressurized atmosphere... [where]... students find 
little time or energy for 'deep’ learning which is associated with critical reflection” (p. 
322). This accurately depicts the situation in Jamaica and other countries, especially in 
the case of the primary syllabus. The inevitable result is a tendency for trainees to focus 
on completing assignments on time, amassing notes, and cramming for final 
examinations. These circumstances discourage critical reflection as well as the use and 
cultivation of learner-centered and liberatory methodologies. In addition, teacher 
educators, who have little say in the development of these curricula, are also burdened to 
guide their students to complete the syllabus in time for the grand end-of-semester 
examinations. 
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Finally, teaching and learning resources are found to be obsolete as well as 
lacking in local flavor. Findings from the MUSTER studies reveal that many of the books 
being used in Ghana and Lesotho were published before 1990 and very few are written 
by African authors. The general lack of resources in these contexts encourages stop-gap 
methods by educators, which might amount to intellectual counter-development. For 
example, in some cases lecturers prepare pamphlets comprising their notes (largely from 
foreign text books) complete with past exam questions, which trainee teachers can 
purchase. Unfortunately, these findings represent the typical scenario in many Third 
World countries. 
Pedagogical Practices 
Perhaps the most critical factor in teacher education is how learning is facilitated, 
not only because it contributes significantly to the quality of recruits’ experience, but also 
their teaching performance in the future. Zeichner and Tabachnick (1999) highlight five 
conceptual frames identified by various scholars as models to educating teachers in Third 
World countries. These are: (T) the behavioral skills-training approach; (2) the model 
approach; (3) the academic approach; (4) the heuristic-interactive approach; and (5). the 
social reconstructionist or reformist approach. The first three approaches follow the 
traditional order of the transmission and acquisition of knowledge, while the latter two 
focus on critical thinking and social activism. Because of the economic and socio¬ 
political circumstances of Third World countries, which are largely post-colonial 
societies, it is imperative that appropriate and effective liberatory pedagogy be practiced. 
Unfortunately, this is largely not the case. 
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Perhaps the most serious deficiency of teacher education in these countries is 
ineffective pedagogical practices. The behaviorist approach to teaching (and learning) 
seems to be the modus operandi. Terms such as “technocratic rationality'’ (Robinson, 
1990), “rote learning” (Davies & Iqbal, 1995), “transmission” (Raina, 1997), 
“prescriptive” (Zeegers, 2000), “banking”19 (Lewin & Stewart, 2003a) are commonly 
reported as characterization of the nature of instruction in these systems. The heavy 
reliance on the behaviorist/teacher-centered model is so pervasive that even when 
student-centered and other ‘progressive’ pedagogic approaches are advocated by teacher 
educators, this is done through transmission style lectures (Zeichner and Tabachnick, 
1999; Lewin & Stewart, 2003a). Normally, lessons are ‘delivered’ to large groups, very 
little group activity or discussion takes place, and material is normally from Western 
textbooks or from recycled notes (most likely adapted from Western textbooks). 
This authoritarian pedagogy creates a repressive climate that restricts 
participatory learning, and penalizes reflective practice and critical inquiry - habits of 
character that teachers need to develop (especially in former colonial nations). Also, 
because of the many final examinations (geared largely towards regurgitation of 
knowledge), as well as the strong emphasis on grades, student teachers become adept at 
cramming, devising short-cut methods, and even cheating. Ultimately, graduates are 
likely to conduct their practice according to how they were educated - largely through the 
transmission or the lecture method. And so, overcoming the stereotype of the teacher as a 
lecturer is one problem that continues to impinge on education (Razik & Zaher, 1992). 
14 This is a term coined by Paulo Freire to describe the notion that much of education involves the educator 
making knowledge or information 'deposits' in the learner. 
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Why this teacher-centered pedagogical stance is so ingrained and sustained is, on 
the surface, attributable to the orientation of educators and students, as well as certain 
workplace features. In addition to the universal tendency for teachers to replicate familiar 
models of teaching, teacher educators assume their task with fixed philosophies about 
their role and what students require. For example, in a study on becoming a teacher 
educator in Jamaica, Evans, Brown, Davies and Tucker (2000) found that many educators 
felt that they should act as “models” and “providers of accurate content”. Raina (1997) 
also reports that “The Indian college teachers, by and large, perceive their role more as 
‘transmitters’ rather than the ‘producers’ of knowledge” (p. 155). That the latter 
statement is true is quite telling, as 74% of a sample of 145 teacher educators hold 
doctoral degrees. One would think that the ‘enlightenment’ that accompanies holding the 
highest academic degree would guide educators to develop more progressive and 
thoughtful teaching philosophies. 
Teacher educators’ actions are also influenced by their conviction that trainees are 
“empty vessels...who need prescriptive advice and guidance from lecturers about how to 
teach” (Lewin & Stewart, 2003a, p. 699). Students seem to conspire with lecturers to 
reinforce this belief as they indicate in various ways that they expect ‘spoon-feeding’ 
from their lecturers, as they have been accustomed to from their teachers at the lower 
levels of the education system. Consequently, they resist project work and group 
activities, and expect notes (even dictation!) in college. It is also noted that work place 
conditions such as inadequate resources and “the pressure to cover overloaded subject 
syllabuses are typically cited by tutors as forcing them to employ lecture methods” 
(Arthur, 1998, p. 322). 
The Practicum 
In an effort to address the demands of higher quality training, growing school 
populations, and logistical economic challenges, Third World countries operate different 
models of practicum or practice teaching. Lewin and Stewart (2003) identify three main 
types: the traditional college-based preservice teaching practice, found in Lesotho, 
Ghana, Trinidad & Tobago [and Jamaica]; the more apprenticeship type such as 
MIITEP20 in Malawi and the Trinidadian ‘On the Job Training' (OJT); and the final year 
‘internship’ as instituted in Ghana. The most commonly used, however, is the traditional 
preservice teaching practice model. Whatever the model, this exercise is the practical 
plank of teacher education that provides trainee teachers with an opportunity to bring 
theory and practice together. It allows them to practice their skills as well as to test 
personal theories about teaching and learning. The essence of the practicum though, is 
that it provides authentic experiences for teacher recruits to get a sense of the 
complexities for which their preparation is intended, and hopefully provide a relatively 
smooth transition to full-time teaching. 
Student teachers’ practicum experience in the Third World is significantly 
different from that of their First World counterparts. This is primarily because the 
classroom realities of Third World countries are much ‘harsher’ than those of 
industrialized societies; and so trainees in the former case experience greater difficulty 
during this initiation exercise. For example, in many cases student teachers in the Third 
World context are placed in schools where they are solely in charge of classes for the 
20 The Malawi Integrated In-service Teacher Education Program (MIITEP) was developed to provide 
training for secondary school leavers, using a mixed-mode college and school-based program over 24 
months, in order to meet the increasing demand for teachers in that country (See Kunje. 2002 for further 
information) 
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entire practicum period where they have to perform most or all the duties of a regular 
teacher. During this time (in the virtual absence of the class teacher) the student teacher 
comes face to face with the complexities of teaching in overcrowded and ill-equipped 
classrooms, and students presenting difficult behavioral issues. The effectiveness of the 
practicum exercise, under such conditions therefore, relies not only on the support they 
receive in the field from their college supervisors (who are largely overburdened), but 
more so from the preparation leading up to that point. Unfortunately, in many cases the 
preparation prior to practicum proves to be inadequate for what obtains on the ground. 
The behaviorist orientation reinforced in training is largely at work during 
practice teaching. Lewin and Stewart (2003a) attribute this to a “major conceptual 
weakness of the so-called ‘technical rationality’ model”, which essentially advocates that 
theory and practice should be taught separately. Many programs assume that teachers will 
apply theories they have learnt to the classroom. But inevitably, student teachers find 
themselves faced with “confusing situations” that they are not equipped to deal with 
effectively. The ‘packaged’ transmission approach to teaching that is practiced in much 
of the post-colonial world (and elsewhere), ignores the ‘balance’, ‘sequence’, and 
‘linkages’ that Dove (1986) singles out as important considerations when designing 
teacher education programs. These findings point to a searching question often ignored in 
former colonial societies: Are the educational theories presented to teacher trainees 
culturally relevant and applicable? And to a large extent the answer is no, because these 
societies engage in little research, and still rely heavily on knowledge from Western 
societies. 
The picture is not all blind dedication to ineffective teaching strategies and 
neglecting the potential to derive useful knowledge from the cultural context. Some 
countries have actively recognized that the practicum experience should provide students 
with opportunities for reflective inquiries geared towards examining the realities and 
challenges of the local classroom. The Basic Education Teacher Diploma (BETD) 
established by Namibia to educate primary teachers (Craig, Craft, & Plessis, 1998), took 
this into account and made action research a central part of the program. The recruits 
were provided with opportunities to reflect on their practice through investigations they 
carried out on various issues encountered while teaching in the schools. This is unlike the 
action research undertaken in Jamaica and elsewhere by student teachers for the sole 
purpose of fulfilling examination requirements. The BETD recruits carried out child 
studies, and used the data they collected to inform their practices as well as to produce 
teaching and learning materials. Graduates from BETD program have demonstrated 
“positive attitudes [towards] learners” and “teaching practices” in their classrooms (Craig 
et. al., 1998). This kind of innovation by Namibia does not only encourage local 
research, but exemplifies a way in which the quality of the practicum can be enhanced 
even within the context of limited resources. 
Mentorship support is very important in the life of a student teacher, especially in 
the Third World context, as he or she is like a captain navigating a ship on troubled and 
unfamiliar waters. During the practicum exercise, it is not unusual for student teachers to 
seriously question their abilities and choice of a profession. This sometimes results in the 
waning of their confidence and morale. Because of the challenges presented in the 
societies being examined here, the support of the college and the school is of paramount 
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importance. Robinson (1990) notes a mixed response from South African student 
teachers about their experience in this regard. Some report that classroom teachers were 
‘approachable’, open to new ideas, ‘willing to engage in dialogue’, ‘friendly’, 
‘supportive’, and knowledgeable about their subjects. On the other hand, some were not 
receptive to the idea of being observed, and “resisted students’ presence in their class” (p. 
196). Someone in the United States for example, might wonder about this hostility to the 
practicum if teachers have agreed to student teachers’ presence in their classrooms. This 
is a legitimate query as unlike what largely obtains in the United States where student 
teachers place themselves after consulting with, and feeling comfortable with a 
prospective mentor teacher; practicum placements in most Third World countries are 
made by the colleges or Ministries of Education, with no prior agreement with/between 
the student teacher and the classroom teacher. This therefore, is another factor which 
tends to strain the relationship and add further stress to the student teaching experience. 
The teaching practices of trainees are not dissimilar to their college teachers. For 
example, Zeegers (2000) reports that: “Expository teaching rather than discovery learning 
was the consistent approach taken by student teachers” (p. 156). She found that student 
teachers covered the topics in a purely factual manner, allowing for no deviation or 
engagement with the lesson on a conceptual level themselves. As illustrated in the case of 
South Africa, it did not help trainees either to observe classroom teachers who geared 
their teaching “towards mid-year examination” by “giving notes to the class 
and...expected student teachers to do the same” (Robinson, 1990, p. 195). As such, 
classroom teachers were not enthused about attempts by student teachers to explore 
cooperative teaching approaches. Their general view is conveyed in comments such as 
“cooperative learning is a waste of time”, “it [is] a theory that does not work", “there [is] 
too much work to be covered”, and it is “too abstract” (Robinson, p. 196). 
The support received for the practicum process from colleges/lecturers leaves a 
great deal to be desired. According to Lewin and Stewart (2003a), “Relationships in 
schools and colleges varied from indifferent to mistrustful or even hostile” (my emphasis) 
(p. 700). From my experience, many classroom teachers consider the student teacher a 
major intruder who disrupts the status quo of the classroom, and so this finding is not 
isolated. The actions of some teacher educators exacerbate the situation as the “dialogue 
between teachers and university [or teachers’ college] staff is limited and erratic. 
University staff pop in and out of schools to evaluate students’ teaching and often hardly 
speak to the teachers” (my emphasis) (Robinson, 1990, p. 198). The exact reality is 
reported by Lewin and Stewart (2003a): “Tutors’ visits tended to be badly timed, rushed, 
irregular, and mostly oriented to assessment” (p. 700). Although these realities might be 
alarming to individuals in the United States, the situation must be interpreted in context. 
There are enormous economic and logistic difficulties where teacher educators are 
responsible for large numbers of students, scattered over wide geographical locations; 
bearing in mind also, that these individuals still have teaching duties to perform between 
school visits. Such circumstances therefore, render it extremely difficult to provide 
meaningful support to prospective teachers. 
I would like to reiterate here that because of the paucity of research on teacher 
education in the Third World context, the findings presented here do not provide the 
width and depth that I would prefer for this review and analysis. This reality provides 
further evidence that there is an urgent need for educational research in post-colonial 
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societies. However, I believe the material presented here provides a reasonable 
representation of key issues in teacher education in Africa, Asia, and to a lesser extent 
Latin America and the Caribbean. The issues highlighted in this review are also sufficient 
for me to conduct a postcolonial reading at this point. 
Summary: A Postcolonial Critique 
A number of important issues affecting teacher education in these former colonial 
states have been highlighted in this brief review. These issues are not only vestiges of an 
oppressive past, but have reincarnated and reinforced through a process of 
neocolonialization. That is to say, colonial powers continue to impose their ideologies 
and practices on post-colonial societies who uncritically adopt and superimpose them on 
local cultures. A problem with neocolonial relationship, as Cogan (1983) observes, As 
the difficulty of breaking with past patterns of behavior... since the infrastructures of 
government, industry and education are ones established by the colonial power” (p. 170). 
In relation to the findings identified in this discussion, and relevant ideas from 
postcolonial discourse, I have chosen to characterize the complexities of the issues 
according to the following major themes: subordination, domination, and cultural 
devaluation. 
Subordination 
The driving force behind imperialism and colonialism was capitalism - that is, the 
compulsive proclivity of Western empires to control land, labour and capital, even if they 
belonged to others. Two primary features or ‘creatures’ of capitalism are status and 
materialism. These ‘values’ were adopted and/or reinforced in the colonized person as 
he/she soon understood their implications for freedom, liberation and survival. He/she 
imagined that if he/she had material wealth and status he/she could narrow the inferiority- 
superiority gap between him/herself and the colonizer - and even between his/her fellow 
colonized person. The colonized also understood that material wealth and status were to 
be found in those objects and activities that the West valued. 
Another important aspect of the equation in my subordination argument is that 
what is valued or valuable is the prerogative of those falling in the class of ‘superior 
human beings’. Superiority versus inferiority, for the colonizer, was found in differences 
- such as in skin color, language, religion, and gender. Later, social class, academic 
credentials and the like got added to the list. These dehumanising ideological markers 
now largely inform the former colonized people’s attitude towards their society despite 
the fact that they are now supposedly ‘independent’ of the former colonizing power. 
The teaching profession as a sector has become chronically victimized by the 
subordination agenda of colonialism/capitalism. This is evident in the fact that it is not an 
occupation that is highly regarded because of its limited potential to yield high status and 
material wealth to its members. I argue here that capitalistic instincts and features which 
characterize society today are largely responsible for the fact that: teaching is 
disproportionately populated by women; teachers are usually from the working class; and 
teacher recruits possess low (and lower) entry requirements. Men, individuals from the 
higher social classes, and those possessing higher academic qualifications shun the 
profession. If members from these groups are to be found in teaching, these ‘superior 
beings' are practising at the higher levels, or functioning as administrators of the system. 
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Involvement at those levels provides whatever modicum of status and material wealth 
that the profession has to offer. 
Domination 
A central aim of the colonizer was to impose his will and power over the 
colonized through a process of domination. The first stage was primarily through 
controlling the physical attributes of the colonized, and the second was by mainly 
inhabiting and controlling the mind. The colonizer managed to position himself as 
possessing knowledge and identity and the colonized (or the enslaved) as ignorant and 
‘identityless’. After centuries of socialization, former colonized peoples have largely 
consented and internalized the imperial view that the colonial power is superior, and 
them, inferior. Ashcroft, Griffiths, and Tiffin (1995) assert that: “This domination by 
consent is achieved through what is taught to the colonised, how it is taught, and the 
subsequent emplacement of the educated subject as part of the imperial apparatus...'’ (p. 
425). Hence, my point is reinforced that much of what obtains in education in Third 
World countries is neocolonialism at work. 
As we have seen, Western European powers imposed an elitist system of 
education on their subjects, which conveyed the message that the teacher controls all the 
knowledge and students are empty vessels. In an effort to regain identity status and attain 
self-respect in relation to those set by the imperial powers, the educated former colonial 
subject mimics the ‘sage’. This performance is therefore played out on the stage of the 
classrooms in what are now called Third World countries. In light of these realities, even 
after two decades of their observation, one would be hard pressed to disagree with 
(Altbach & Kelley, 1978) that: 
The Third World center consists of segments of the indigenous elite that control 
the educational and cultural apparatus and which, by virtue of its mastery of the 
techniques of Western education, and often Western languages, holds 
considerable power. This center has a vested interest in maintenance of the 
Western-oriented educational system, since this system helps to maintain its 
monopoly over credentials and thereby over prestigious positions in government 
and the private sector (p. 35). 
It is important to point out here that the colonizer’s language plays an important role in 
the domination aspect of the imperial enterprise, as it not only transports the culture and 
powers of its giver like a Trojan horse, but subverts that of the colonized. 
The highly ingrained teacher-and subject-centred pattern of teacher education in 
Third World countries is one way in which the domination and hegemonic themes from 
the past persist. Teacher educators are prone to ‘imaging’ themselves as the all-knower 
(the superior) and regarding students as individuals lacking, or possessing little or no 
knowledge about teaching (the inferior). One effect of this domestic form of hegemony is 
that it represses and discounts students’ knowledge as well as denies educators a great 
learning opportunity. Although teacher recruits come to the process with conceptions 
about teaching which need to be unlearned, they also possess a wealth of fresh rich 
knowledge that can be of great value to teacher educators. This knowledge is virtually 
ignored, loses its lustre, and undesirable traditional behaviours and standards are 
reinforced. 
Another shortcoming of the authoritarian approach to education is that it does not 
allow for more liberating methodologies, which are critical considering the historical 
realities of former colonies. For example, teaching and learning approaches such as the 
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social reconstructionist (Liston & Zeichner, 1991), or the transformational (Tatto, 1997) 
paradigm is required to inspire the activism necessary to engender social consciousness in 
post-colonial societies. According to Zeichner and Tabachnick (1999) this liberating 
methodology '‘directs the inquires of student teachers and teachers toward the building of 
a more just and equitable society'’ (p. 216). Some hold the view that education 
desperately requires a critical examination even radical repositioning in post-colonial 
societies. For example, Nekhweva (1999) strongly believes that it is important that 
Africans adopt “an insurgency approach to expose and challenge the imperialism which 
is regrouping” (p. 503) on the continent. I argue that postcolonialist theory advocates that 
teacher education in the context of Third World societies therefore, needs to produce 
activist educators whose actions in the classroom should demonstrate a commitment to 
'j i 
social justice especially for the “voiceless”" working class. 
The literature also highlights a weak relationship between the teacher education 
institution and the school. This is also another way in which hegemony is replicated in 
the modem dispensation of power relations. The hierarchical and elitist arrangement of 
the educational system operated by the colonizer remains intact. Although there is 
evidence indicating that lack of time prevents greater collaboration between lecturers and 
classroom teachers, it would appear that teacher educators consider themselves superior 
to classroom teachers, who, after all, are not as qualified and were even their students at 
some point. The classroom teacher therefore, lacks the status ‘deemed worthy' of certain 
courtesies. 
21 I use “voiceless’- here to illustrate the point that the views and experience of the working class is largely 
ignored in the society. 
Cultural devaluation 
A central argument of Edward Said's (1979) critique in his seminal work in 
postcolonial thought. Orientalism, concerns the ‘Othering’ of Asia by Western powers. In 
their early conquest of the orient, Western powers considered Orientals as nonentities, 
just as they regarded Africans and other peoples. Therefore, I consider ‘Othering’ a 
process that colonizers used to devalue the cultural heritage of the colonized. The school 
was the chief institution used by the powers to establish this devaluing process. As 
Altbach & Kelley (1978) observe, “The colonizer established the schools to fit people 
into a world different from the one in which they were bom and in which their parents 
lived and worked” (p. 3-4). Soon the colonized child was estranged from his culture as 
his heritage was denigrated in favour of European traditions and ideals. 
The tradition continues today, as teacher education curricula are largely outdated 
and culturally irrelevant to the needs of Third World countries. Teacher educators 
continue to rely heavily on knowledge from the West, which remotely relates to their 
local realities. Of course it is prudent to be aware of what obtains in the rest of the world; 
after all, the world presently adheres to a Western order, but its whole sale adoption is 
certainly not a corollary. Heavy reliance on culturally irrelevant educational material is 
counterproductive to the process. All educators worth their salt know that learning is 
more meaningful when it is connected to the learner’s experience. It would seem that 
there is a lack of will to apply this wisdom, and so post-colonial societies continue to 
operate significantly ineffective educational systems. For example, (Nekhwevha, (1999) 
reports that, “High drop-out rates, alienation and unemployment in Africa today are 
partly caused by irrelevant Western-based curricula” (p. 502). 
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Perhaps the most serious effect of the devaluing of the cultures of Third World 
societies is the lack of will to conduct research in the local context. Some research is 
done, but it is woefully inadequate. Also, much of the research that is done is initiated, 
co-partnered, or solely carried out by Western interests. For example, the main cluster of 
studies (MUSTER) used for this review is co-coordinated (and spearheaded) by Britons 
in partnership with Africans. In past teaching experiences, I have had the uncomfortable 
task of explaining to my student teachers that I am using foreign material because of the 
lack of local data. There are a number of ‘symptomatic’ explanations for this deficiency, 
but according to the literature on teacher education and the views expressed in 
postcolonial discourse, it would seem that teacher educators exist in a state of paralysis 
perpetuated by a neocolonialist system. 
The leaders in some countries have recognized that it is imperative to (re)value 
their culture and have taken bold steps in that regard. In the 1960s for example, President 
Julius Nyerere of Tanzania embarked on his Education for Self-Reliance (ESR). This was 
a response to what he regarded as the prolonged domination of a culturally repressive 
colonial British education. He set out to design an education system which attempted to 
address the way of life and needs of his country. In his own words: “The education 
provided by Tanzania for the students of Tanzania must serve the purposes of Tanzania’' 
(Nyerere, 1967). As it turned out, however, the Tanzanian society was unprepared for 
such radical political moves and his policies did not receive the necessary support.-2 
More recently South Africa has also made radical overtures in response to the damaging 
effects of the oppressive system of apartheid which had operated in the country for many 
22 See D. C. Mulenga’s (2001) “Mwalimu Julius Nyerere: A critical review of his contributions to Adult 
education and postcolonialism." 
decades. For example, teacher educators at the University of the Western Cape (UWC) 
have designed the course Preparing to Teach in South Africa Today reflecting aims 
which “resemble teacher education from within the social-reconstructionist or 
critical/social framework'’ (Robinson, 1990, p. 195). 
Another promising initiative is in Namibia as expressed in the objectives of the 
BETD mentioned earlier. In an effort to “offset the years of imported curriculum and 
dearth of knowledge on teaching and learning in Namibia” (Craig et. Al., 1998, p. 39) the 
authorities made action research by student teachers while on teaching practice, a primary 
component. Postcolonial theory applauds this kind of political stance and creative 
initiative that will breathe life in the process of revaluing local knowledge and culture in 
the Third World. It unequivocally views the lack of self-knowledge and self-acceptance 
that characterize much of the Third World as largely a result of colonialization and 
Westernization. 
In light of this discussion concerning the process that results in the present context 
in which Jamaican teacher educators find themselves, it is reasonable to regard them as 
victims of colonialism. The broad question of this study therefore is: what is work like for 
teacher educators in a post-colonial society and what sense do they make of their 
experience? The response to this question is explored through an in-depth ‘discussion’ 
with the educators over a period of time - hence I pursued this question through an in- 
depth phenomenological interviewing methodology, which I fully explain in chapter 
three. 
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CHAPTER 3 
DESIGN AND METHODOLOGY 
In this study I explored (1) the experience of Jamaican teacher educators who 
work in the teachers* college system; (2) the meaning they make of that experience; and 
(3) whether there were connections between the meaning of the educators’ experiences 
and the country’s history of slavery and colonialism. My approach to this inquiry was to 
capture the professional experience of teachers’ college lecturers through their personal 
stories and reflections by using an in-depth phenomenological interviewing methodology 
Further, I made sense of the educators’ experiences by conducting a thematic analysis of 
their responses. Finally, I explored the deeper meanings of the emergent themes by using 
a post-colonial theoretical framework. The following discussion provides rationales and 
greater details about the methodological decisions and process. 
The Case for In-depth Phenomenological Interviewing 
Phenomenological research began in the early twentieth century as a 
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philosophical movement but later gained traction as a powerful empirical methodology. 
Although influenced by the ideas of others before him, German philosopher Edmund 
Husserl is credited as the movement’s founder. Husserl crafted a brand of this inquiry 
into what he called transcendental phenomenology. The general principle underlying this 
methodology is that researchers should do all that is possible to ‘transcend’ or remove 
personal notions and experiences of the phenomenon being studied, in order to ensure 
credibility of the process. This ideal is virtually a human impossibility, and that is 
perhaps why Martin Heidegger, Husserl’s former student, advanced another perspective 
on the methodology. Heidegger’s hermeneutic phenomenology presupposes some prior 
understanding of the phenomenon by the interpreter/researcher, and therefore inevitably 
brings that experience to the inquiry process. Heidegger, therefore, believes that the way 
to deal with this inevitability is that the researcher’s ‘baggage’ be acknowledged, 
accounted for, and inform the process. In light of this principle, I have from the outset of 
this study, declared my interest in and connections to the phenomenon to be investigated 
- the experience of Jamaican teachers’ college lecturers. I however, appreciated the 
delicate balance that must be maintained in this study regarding my prejudices and the 
integrity of the research process. 
Notwithstanding the philosophical and ideological differences between Husserl 
and Heidegger, from what I have gleaned, both philosophers would agree that 
“Phenomenology aims at gaining a deeper understanding of the nature or meaning of our 
everyday experiences” (van Manen, 1990, p. 9). This statement therefore, illustrates the 
essential purpose of the methodology - which is to uncover the meaning of lived 
experiences. The phenomenological methodology therefore, provides critical value to my 
investigation as my primary focus is the interpretation or meaning that Jamaican teachers’ 
college lecturers attach to their experience, as well as the deeper meanings that the 
themes derived from the findings revealed to me. 
A primary mode of inquiry in phenomenological research is interviewing, and a 
powerful variant I used in this study is in-depth phenomenological interviewing. This 
strategy features a three-interview structure formulated by Dolbeare and Schuman 
(Schuman, 1982) and further developed by Seidman (1998). In-depth phenomenological 
interviewing is a combination of life-history interviewing (Bertaux, 1981) and deep. 
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focused interviewing informed by principles of phenomenology. Because of the nature 
and the fusion of these two foci, in-depth phenomenological interviewing is “a powerful 
way to gain insight into educational issues through understanding the experience[s] of the 
individuals whose lives constitute education” (Seidman, 1998, p. 7). Furthermore, the 
two-way interaction inherent in the methodology provides a non-threatening environment 
where researcher and participants can share and explore the issues more extensively and 
openly. This technique allowed me the opportunity to delve beyond the superficial layers 
of the phenomenon, enabling me to gain greater understanding of the essence my 
participants make of their experience, and I of their experience in relation to the post¬ 
colonial context in which they practice. 
Selection of Participants 
I intended to include a maximum of twenty participants in this study but for the 
limitation of time and other constraints I settled for seventeen - two more than my 
minimum target. Also, although I desired to draw my participants from all six teachers’ 
colleges I omitted one because the faculty at that institution was engaged in a number of 
summer workshops and training programs and could not commit to all the interviews. 
With the exception of two cases, access to participants was gained largely through their 
peers, instead of through individuals of authority. I took this approach as a first step in 
cultivating a sense of equity in the interviewing relationship; as well as to avoid giving 
the impression that the research was sanctioned by the administration which could inhibit 
participants from freely sharing their experiences out of fear of possible repercussions. 
Because my research site is Jamaica and I am in the United States, I pursued an 
approach akin2 ' to snowball sampling in my initial search for participants two months 
prior to the study. Through colleagues and acquaintances who teach in the colleges, I 
began by obtaining telephone numbers of one lecturer in each college. I then contacted 
the prospective participants by telephone, at which time I introduced myself as a 
colleague, briefed them about the topic and the interviewing process, and invited their 
participation. Next, I asked them to suggest additional names, and provide telephone 
numbers of colleagues who fit the study criteria, and who they think I could approach for 
inclusion in the study. Upon receiving the details for the prospective recruits, I contacted 
them and repeated the process. That process yielded ten participants. At that point I 
arranged tentative dates for the interviews. The remaining participants were selected 
when I arrived at the research sites (colleges) and personally approached lecturers in their 
respective departments. 
As is indicated above, I used snowball sampling because it was the most practical 
technique in light of my lack of proximity to the research site. At the same time, using 
random sampling would be impractical as well as unnecessary in this kind of research as 
the object is not to apply strict generalization to my findings. That said, the in-depth 
interviewing process, however, requires a great degree of thoughtfulness in selecting 
participants who would provide information that captures the depth, richness and 
complexity of the educators’ experience. An essential element of participant selection in 
a phenomenological study is that participants are experiencing the phenomenon 
(Moustakas, 1994). Individuals must be experiencing a phenomenon to be able to speak 
“3 I say "akin’' because I did not strictly follow the classic route of snowball sampling where my entire 
sample was selected through the technique. 
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about it with credibility and authority. Hence, Jamaican teachers college lecturers are 
more than qualified to talk about their experience in the context of teacher education in 
the Third World. 
Another crucial issue concerning participant selection in this study is the decision 
concerning characteristics of the educators to be included. There is no strict “in-advance 
criteria” for accomplishing this objective in the qualitative study (Moustakas, 1994). In 
addition to age and gender mentioned by Moustakas, I have gathered from a pilot study 
that location of teachers’ college; years ofsenhce; and subject area are important 
participant characteristics in the proposed study. Although the intent here was not about 
strict generalization, the inclusion of individuals from these different groups provided a 
reasonable spectrum of the educators’ experience that was sufficient for thematic 
development regarding the phenomenon. Table 1 below presents the selection criteria 
used in this study followed by an explanation of each category. 
Table 1: Participant Selection Criteria 
Categories 
Gender 
Location of 
Description 
Female; Male 
Rural; Urban 
14; 3 
6; 11 
Total 
Participants 
Years of Service 0-2 yrs; 2-10 yrs; 10+ yrs 
Subject Area Professional Studies; Subject Area; Practical 
2; 6; 9 
24 This total exceeds 17 because one participant taught in two areas. 
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In addition to the information in the table, I wish to provide further justification 
for the categories. There are six teachers’ colleges and over six other institutions that 
operate departments of education. For this study I was only interested in the experience 
of educators who work in the institutions that operate exclusively as teachers’ colleges. I 
have included years of service as a category because it is important to hear from people at 
different stages of their career. Hence I have decided that one reasonable way of 
representing this is through the voice of: beginning or fledgling teacher educators (0-2 
yrs); those who have passed the initial step of their career and are likely to have 
developed some stable sense of themselves as teacher educators (2-10 yrs); and those 
who I consider to be veterans having observed and undergone at least a decade of change 
in the system (10+ yrs). 
I considered it important to also hear the voices from the three broad areas of the 
teachers’ college curriculum: professional studies (e.g. Psychology of Adolescence); the 
academics (e.g. English); and practical (e.g. physical education). Three points are 
relevant to the inclusion of this latter category: professional studies educators teach the 
largest group of students in all the colleges; subject areas are self-selected by trainees; 
and practical areas are usually left out of the loop in education in Jamaica. It was my 
sense that teacher educators’ will be influenced by all these factors as they are a part of 
their professional identity. 
The Three-Interview Structure 
The in-depth phenomenological interviewing procedure requires that three ninety- 
minute interviews be conducted with each participant, guided by three broad questions 
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(See Seidman, 1998 for a greater discussion on the general structure of such questions). 
The first interview addressed the question: What was the life journey like for the 
participant before becoming a teacher educator? The purpose of this question was to 
contextualize the participant’s experience by asking him or her to share as much as 
possible about him or herself in relation to the topic, up to the time of becoming a teacher 
educator. I also found that this initial interview was an important point of entry for my 
participants' to share their experience as they were all enthused to reminisce about their 
childhood and their path to becoming a teachers’ college lecturer. 
The second interview explored the question: What is the participant’s experience 
like being a teacher educator in Jamaica? The focus of this interview was for the 
participant to share concrete details about his or her work experience as a teacher 
educator. Based on those constitutive elements of the educators’ experience I was able to 
better understand the essence of the opinions they expressed and the meanings they made 
of the experience. 
And the third interview examined the question: What does the experience of being 
a teacher educator mean to the participant? This final interview was for the participant 
to reflect on his or her work and derive some essence from the experience with a view to 
providing an understanding of the connections between work and life - for example 
connections to his/her role in society or to personal wellbeing. In addition to exploring 
that basic question, in cases where time allowed I asked my participants to share any 
thoughts they had about the connection of their experience with Jamaica’s history. 
In an effort to ensure that the interview structure yielded worthwhile and 
meaningful interview material, I made some critical decisions. Because of the length and 
“in-depthness” of the three-interview structure, it was prudent to balance the time 
between each interview in order to give participants room for measured reflection. In 
other words, it was important to allow participants enough time to reflect on the last 
interview, but not too much time to lose the momentum of thought. According to 
Seidman (1998), this interview approach works best when sessions are spaced from 3 
days to a week apart. He argues that “[t]his allows time for the participant to mull over 
the preceding interview but not enough time to lose the connection between the two” (pp. 
14-15). Because of the time constraints I had. I spaced the interviews 3 days apart, and in 
the majority of the cases that plan worked. In a few cases I chose to shorten the distance 
between or combine two interviews for the convenience of my participants. 
As a result of the pilot study experience I realized that I needed to iron out a few 
quirks. Particularly, I came to the conclusion that a meaningful exploration of my topic 
required that I gain more details from my participants. For example, in the pilot study I 
found that in the instances where I “stepped in” and followed up on a point raised by my 
participant, I was able to get a deeper sense of their experience. For this study I was much 
more alert and ‘opportunistic’ in this regard. My struggle at the beginning of this study 
however, was to establish a balance in my interviewing approach. I did not want to leave 
everything up to the participant so material become tangential, but I also did not want to 
‘probe’ too much for fear of leading them to answer. I worked towards achieving this 
balance by listening more, talking less, asking to hear more about a subject, and keeping 
participants focused by asking for concrete details. 
In addition to the above considerations I took the following steps to increase the 
meaningfulness of the process in relation to the topic: (1) maintained the interview 
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structure; (2) explored with teacher educators what they bring up concerning the 
influence of Jamaica's history; and (3) posed open-ended questions to elicit views related 
to the influence of the history of Jamaica on their work and education in general. In 
maintaining the interview structure I proceeded with the open-ended question for each of 
the 3 interviews, allowing participants to talk about their experience and where necessary 
asked for explanations and elaboration. In exploring what participants brought up or 
suggested meant that when a participant stated, for example, that students were under¬ 
prepared for teachers’ college I pressed him/her to expand on the point in an effort to get 
at the evidence. 
Although I respect the integrity of the interviewing process in terms of allowing 
participants to tell their story, I posed direct questions if the participant did not bring up 
or suggest connections to the historical context and legacy of education in Jamaica. This 
was very important to me as this project is framed as a postcolonial study. So for 
example, I would ask: How do you think teachers' colleges are viewed in relation to the 
UWI? Comment on what you think accounts for this attitude. Or, to what extent do you 
think teaching and learning resources reflect the Jamaican culture? And, how do you 
think access to quality education in Jamaica relate to class and color? As I was cognizant 
of the dangers of compromising the integrity of the study by leading my participants, I 
accepted their first responses and avoided pressing them with too many follow-up 
questions on any single issue. 
The interviews were audio-taped and transcribed verbatim. About half of the 
transcriptions were done by me; the rest were done by a competent typist that I hired for 
the task while I was in Jamaica, and an undergraduate student, when I returned to the 
United States. Before they started the typing, I provided the typist and the graduate 
student with a sample transcript and corresponding audio clip to study. I also impressed 
upon them how important it was for the transcripts to be produced verbatim. Typing 
began as soon as I conducted the first interview. In order to ensure accuracy as the typing 
progressed, I compared samples of both audio and written texts as they were produced by 
the typists. It was also important to protect my participants; so I always referred to 
participants by a pseudonym in the interview, in conversation with the typist, and 
throughout this study. Additionally, I required the typists not to discuss the contents of 
the interviews with anyone. 
Handling and Sharing the Interview Material 
Managing and making sense of the interview data was a challenging aspect of the 
research process. This is largely so because the three-interview structure yields 
voluminous material and hence a critical decision is always to determine how much of 
the text one would include in the report and in what form. Three options of sharing the 
data are recommended by Seidman (1998): a profile of the participant’s story; vignettes 
of salient issues from the interview; or a thematic analysis of the material. I pursued a 
thematic analysis of my findings for the primary reason that I judged it to be the most 
meaningful way of representing the multifaceted experience of the 17 participants. Based 
on my participants’ articulation of their experiences and my interpretation of how to 
organize the material in relation to the study’s focus, the findings are presented according 
to three (3) major topics and nine (9) themes. In my discussion and analysis, however, I 
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focussed on six of those themes which I determined, connect more cogently to the 
postcolonial theoretical frame of the study. 
I analyzed the interview material by following principles akin to the Grounded 
Theory method developed by Glaser and Strauss (See Charmaz, 1983, for further 
discussion on this method). Using a system of labeling or ‘coding,2\ I sorted and 
categorized the interview data to identify themes and topics which are pertinent to my 
topic. From the pilot study I found that reading and rereading each interview and 
assigning labels was a useful approach to putting order to the participant’s story. I 
recognized how common labels or topics across participants may be organized 
thematically in order to give meaning to the participants’ collective experience, in 
relation to the research topic. Basically, the process of organizing and analyzing the data 
involved the following major steps: (A) labeling excerpts from the interview text; (B) 
developing themes and categories by identifying connecting threads and patterns among 
the excerpts; and (C) presenting and commenting on the categories and themes, 
particularly in relation to the focus of the study. 
The process of reading, labeling and organizing the material from 51 ninety- 
minute interviews can be a daunting exercise; so in addition to using Microsoft Word¬ 
processing software to produce interview transcripts, I also employed a qualitative data 
‘analysis’ software to facilitate greater management of the material. I used the 
Etlviograph 5.0 (Qualis Research, 2001) qualitative software which proved to be quite 
useful for organizing and reproducing data according to labels and themes. The 
25 I avoided using the term ‘code’ or ‘coding’ as I consider it language inappropriate as well as unnecessary 
for qualitative research. Apart from the fact that 1 think the term suggests secrecy. I agree with Ian Dey 
(1996) that its generic meaning imposes a mechanical sense on the complexity of qualitative data analysis. I 
used the term ‘labeling’ or 'label’ which is a simpler, more appropriate language for the unstructured nature 
of the interview’ material in this study. 
Ethnograph allows the user to (a) create a project which is essentially the title of your 
study; (b) cut and paste each interview into the program editor and save (or file) 
according to the project's name; (c) label portions or excerpts from each interview as you 
choose; (d) store all labels which can be retrieved later to organize labeled excerpts from 
one interview or across all, which can be printed for closer analysis; and (e) write memos 
about passages and labels. 
The following steps further explicate the process I undertook to make sense of the 
material. After creating and saving separate files in Microsoft Word-processing software 
of all interviews for each participant, I made a hardcopy of each document (interview 
transcript) and proceeded to: 
1. Read each transcript (doc. 1) and underline passages that I considered salient to 
the research topic; 
2. Separate (cut and paste) the underlined portion from the master document (doc. 1) 
and place those in a separate Microsoft Word file (doc. 2); 
3. Reread second document (doc. 2) as a hardcopy and underline portions that I 
would not part with. The underlined portions are then created in the word¬ 
processing program as a third document (doc. 3) - at that point the product was 
approximately 1/3 of the original document; 
4. Reread doc. 3 and label passages according to essence or main idea; 
5. Transfer doc. 3 to qualitative data ‘analysis' software (The Ethnograph 5.0) by 
cutting from MS Word and pasting into the data editor feature of the program; and 
ensuring that each interview is saved/filed according to the pseudonyms used 
throughout the process; 
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6. Apply the labels that were initially assigned to the hardcopy version of doc, 3, to 
the Ethnograph version. I chose to approach the step in this manner to minimize 
reading the transcripts on the computer screen. However, 1 reread the new 
document to make greater sense of the material, all the while referring to and or 
modifying the initial labels and categories as I see fit. 
7. I then generated a hardcopy of the excerpts according to labels, and examined 
them for common ideas (within and across participants) to formulate meaningful 
themes (see fig. 1): and 
8. Examine the themes carefully and organize them into broad categories (see fig. 1). 
Fig. 1: Example of the development of labels into themes and categories 
Labels Theme Category 
Large numbers of The challenges of Negotiating the 
individuals to supervise tparhincr finH complexities in the work of 
Faculty travel long Jamaican teachers’ college 
distances supervision lecturers 
Coping strategies 
- appealing to students 
- contingency plans; etc 
The above process set the stage for sharing and analyzing my findings. I present 
my findings thematically (chapters 4, 5, & 6), in relation to the research focus - the 
experience of Jamaican teachers’ college lecturers. Although the report gained cohesion 
and structure through my comments, I tried to be faithful to my participants’ words by 
repotting their stories in their voice - the first person. I have, however, removed 
idiosyncratic oral speech (i.e., uhm, ahm, yuh nuh,~6 etc), grammatical errors and the like, 
in order to make the text more readable. Also, in the cases where some Creole is used I 
provide the English translations as best as possible. Essentially, I made my final decisions 
about the selected material on the basis that justice is done to the participants and that the 
excerpts accurately reflect the interview as a whole or a “total experience” (Patton, 1990, 
p. 410). Finally, in chapter 7,1 conducted a deeper analysis of the meaning that six of the 
nine themes reveal to me about the status of teacher education in Jamaica, specifically in 
light of postcolonial thought. 
Ensuring Trustworthiness in the Study 
An imperative of any kind of inquiry is the trustworthiness of the outcome of that 
process. In other words, how much trust and confidence should be accorded to the results 
reported? Or how accurate is the report in describing the process or reflecting whatever it 
is that was researched? Trustworthiness was addressed in this study through: declaring 
my researcher profile; reliance on certain inherent qualities of the interview structure; the 
use of research memo; and the insights of critical friends and expert guidance of my 
dissertation committee members. 
Personal profile 
I consider the researcher the primary data gathering instrument in qualitative 
research and therefore can influence the process in significant ways. In light of this 
conviction, there are aspects of my personal profile that I would like to declare from the 
"h "Yuh nuh” is Creole for the English "You know” which tends to be a speech pattern of many Jamaicans 
when reinforcing a point. 
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outset. My decision to research the experience of Jamaican teachers’ college lecturers is 
strongly influenced by the fact that I am also a member of that community and I am 
interested in a deeper understanding of the issues we encounter in our work in a post¬ 
colonial context. Another important aspect of what I bring to the process is my 
educational and socio-political stance. I hold the strong view that as educators in a 
society emerging from slavery and colonialism, we have a moral responsibility to be 
activists in the process of liberating and empowering fellow descendants of that 
oppressive past. These issues contributed to my sustained motivation to pursue this 
project, as well as bolster my desire to be faithful towards ascertaining and presenting an 
accurate picture of the experiential realities of the educators. 
Because I employed an in-depth phenomenological interviewing approach to 
gather data for this study, I spent lengthy periods of time with each participant. As such, 
effective interpersonal skills are important in order to sustain an amicable relationship 
and dialogue with participants. I think I was able to accomplish this objective because of 
the shared cultural cues (i.e. language, social symbols, and mannerisms) as well as the 
trust inspired talking with someone also working in the field. Going into the interview I 
was cognizant that these commonalities could operate as a double-edged sword as I could 
become too relaxed in the interview and fail to pursue the issues adequately. This 
awareness prepared me follow up on issues raised as I saw fit and to ask for details. In 
addition, I requested that my participants share their stories with me as if I were not from 
the teachers’ college community. 
I strongly believe in an ethical relationship with individuals who kindly consent to 
participate in my study. I respect their right of opinion, confidentiality, and anonymity. I 
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was fully aw'are that failure to treat these issues with thoughtfulness and sensitivity could 
cause participants to censor their responses in the interviews, discontinue participation, or 
object to my report at the end of the study. A key example of my commitment to these 
ideals is the fact that I requested my participants to sign an informed consent form (see 
appendix A) that clearly outlines their rights in relation to participating in the study. 
Inherent qualities of the three-interview structure to increase trustworthiness 
Seidman (1998) lays out three important qualities of the three-interview structure 
that enhance trustworthiness. First, the methodology places “participants’ comments in 
context”; second, it establishes “internal consistency”; and third, allows participants and 
researcher “to make sense” of themselves. I will discuss each in turn below. 
When an issue is placed in context there is greater credibility in its description, 
interpretation, and conclusion. The three-interview structure amounts to an inter- 
contextual model, whereby interview 1 provides context for the 2nd, the 2nd for the 3rd as 
well as any one for the other. Interview 1 establishes a point from which participants 
begin the course of reconstructing their experiences, which in turn helps them to reflect 
and connect their life history to their actions as teacher educators, and the meaning they 
attach to the experience. Teacher educators’ stories represent constitutive elements 
describing real, lived experience in their work as educators, and therefore bear an 
authentic quality. On a broader level, I see participants’ comments placed in the context 
of their life history as a kind of metaphor or microcosm for the placement of current 
thinking and practices in education in the context of Jamaica’s history of slavery and 
colonialism, as I illustrated in chapter 1. 
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Trustworthiness can also be accounted for in the three-interview structure by 
verifying the consistency of what participants say. Because successive interviews are a 
development or an extension of each other, internal consistency or ‘internal triangulation' 
can be examined or established. Hence during my analysis, I looked for clues (statements, 
syntax, diction, etc.) that connect or disconnect within the interviews of a participant as 
well as across participants. I also observed connections to the literature as they relate to 
the topic. During the interview too, I was keen to ask participants to verify comments 
they had made in a previous interview if there are inconsistencies with what they were 
saying at the present time. The interviewing process, however, is open to idiosyncratic 
sessions or moments, and so this is a real threat to the study’s trustworthiness. For 
instance, one of my participants in the pilot study grew tired by the third interview and 
that seemed to have affected how she responded in that interview. I was particularly 
sensitive to this issue in the present study; hence I made sure that participants were up to 
the task at the beginning of each interview. Fortunately, I only had to reschedule one case 
for this reason. 
The potential of the interviewing process to enable participants and the researcher 
to make sense of themselves is also another factor that potentially increases 
trustworthiness (Seidman, 1998). Making sense of one’s self in relation to one’s 
experience demonstrates authenticity of existence, and in turn, speaks to trustworthiness. 
As a result of the pilot study, I developed a deeper sense of commitment to understanding 
the issues fellow teacher educators wrestle with in the course of doing their work. As a 
result, in this study also, not only has my meta-awareness of being a teachers’ college 
lecturer in Jamaica heightened, but my commitment to the project was sustained 
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throughout the process. I also believe that my participants may have become much more 
reflective about their experience as teacher educators. For example, there were instances 
in the interviews when participants seemed to be refining and reassessing their thinking 
as they impromptu, made sense of their own stories. 
The prolonged engagement involved in in-depth phenomenological interviewing 
also potentially increases the trustworthiness of the study. I spent an average of four and a 
half hours interviewing each participant which provided ample opportunity to sufficiently 
explore the experience of my participants. In addition, prolonged engagement facilitated 
the steps and considerations I followed in the interviews, which in themselves also add to 
the trustworthiness of the study. 
Researcher memo and critical friends 
Researcher ‘memoing’ (Miles & Huberman, 1984) is a data gathering strategy 
that I also used to improve the trustworthiness of the study. Through the use of memos, I 
documented my thoughts, reactions, and observations in the course of collecting the 
interview data and reflecting on the process. I appreciate the difficulty to negotiate the 
tendency to be absorbed in the interview process and reflecting on what is happening, and 
so for each interview I took a notebook designated for the purpose of documenting my 
field notes. Also, while using The Ethnograph software to label and organize the data, I 
took advantage of the ‘memo’ feature by documenting new insights as they occur to me. 
Memoing proved quite useful in providing information which I followed up on in 
subsequent interviews, as well as during the data analysis stage. 
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Finally, in addition to the expert feedback from my committee members, I used 
peer- debriefing (Merriam, 1998) through consulting with “critical friends" for comments 
and opinions on some of the issues faced in the research process, style and clarity in 
presenting the data, and interpretations I proffered in my analysis. I understand that my 
closeness to the project could inhibit my ability to view my findings with real 
detachment; and so the fresh and ‘detached' perspectives that critical friends (fellow 
graduate students and professors not on my committee) brought, served to challenge 
some of my initial assumptions and cause me to refine my methods, strengthen my 
analysis and the like. It is in lieu of Member checks (Guba & Lincoln, 1989), that is, 
taking data and tentative interpretations back to my participants and asking them to check 
for accuracy and plausibility, that I use peer-debriefing. Member checks w7ould be a most 
valuable provision to bolster trustworthiness, but geographical distance and lack of 
suitable communication methods rendered such approach impractical for this study. The 
results of the contexts outlined in chapters 1 and 2, and the process I described in this 
chapter are chronicled in the upcoming chapters. 
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CHAPTER 4 
CONTEXTUAL REALITIES OF JAMAICAN TEACHERS’ COLLEGE LECTURERS’ 
EXPERIENCE 
In chapter one I discussed the larger socio-historical context of teacher education 
in Jamaica. That context is rooted in British colonialism that resulted in Jamaica 
becoming a developing nation now facing harsh economic difficulties, as is the case with 
most former British colonies. The colonial experience also produced a culture of inequity, 
which is perhaps more entrenched in the education system than any other sector of the 
Jamaican society. The culminating impact that scenario may be observed in the low 
educational achievement of largely the black population; a chronic state of scarce 
resources; and a society that is acutely structured according to social class. Since people’s 
experience is significantly framed by the context of their environment, in this chapter I 
will examine the experience of my participants in relation to important contextual aspects 
of their work. Based on the educators’ accounts, the salient factors in this regard are: the 
characteristics of the individuals who enter Jamaican teachers’ colleges to be trained; the 
instructional resources at the disposal of lecturers in teachers’ colleges; and relationships 
that lecturers at teachers’ college have with the two major affiliated bodies - that is, the 
Joint Board of Teacher Education and the Ministry of Education. I will proceed with the 
discussion by presenting excerpts from the participants as they talk about each of these 
issues in turn. 
Important Characteristics of the Jamaican Student who enters Teachers’ College 
Teacher educators in this study consistently observe that a disturbing number of 
their students enter teachers’ college with low levels of academic preparedness and a 
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negative attitude towards the teaching profession, in relation to academic performance, 
English language competency and critical thinking are the main areas educators found 
most deficient. In terms of attitude towards the profession, educators perceive that most 
students exhibit a low level of commitment to teaching. Instead, most students indicate 
that they intend to use the teaching credentials to access preferred occupations later. In 
the following excerpts, participants share their observations regarding these two major 
concerns. 
Academic preparedness 
The consensus among educators in this study is that many of the students they get 
at the teachers’ college level are not sufficiently academically prepared for the program. 
As one participant regretfully remarks: 
I am sorry to say this, but I don't think the students we have were the best 
performers in the high schools from which they came.. .Those who have 
performed well in their external examinations tend not to come into teaching 
because teaching has a bad image in our country - the salaries are low; the 
classrooms are not attractive; the students are many; and it is said that students 
give trouble and that sort of thing. So many of the students that we get, and I am 
not by any means saying that it’s all of them, but many of the students that we get 
are not good academic material for want of a better word. You have to really hold 
their hands and carry them in order to get them through. (Grace) 
In the comments below, another educator extends Grace’s point by, among other 
things, pointing to the entrance requirements for college: 
I think I understand where they are coming from in terms of their educational 
background... Some have the mere four CXC [or] GCE and so they just barely 
matriculate for the program. Some we know from preliminary diagnostic tests that 
we give them that despite the passes, they are weak academically. And so [there 
is] a challenge teaching them concepts, rather than just expecting them to 
regurgitate. At the tertiary level you expect individuals to come with a certain 
level of intelligence [and] at times I find myself going back to high school level of 
delivery, and this is very demanding...Sometimes I even have to be changing 
dates to accommodate them because they find the tasks difficult to manage, and in 
the long run it is challenging for the teacher educator. (Janice) 
Janice's statement highlights a critique leveled at teacher education in Jamaica in recent 
times, that many entrants barely matriculate to the program. And even when they do 
matriculate, students are still deficient in fundamental skills as Norma laments in her 
comments below: 
Once upon a time, when you get students with four O'levels or sometimes even 
five O’levels, their language was good. They were better able to hold a 
conversation, to ask questions, [and] to participate in classes. But that has 
changed to a certain extent. Students now come in with the [required subjects] but 
I find the language [and] conceptualization very weak. (Norma) 
As Norma foregrounds in the excerpt above, a major problem with the academic 
performance of trainee teachers is their deficiency in English language proficiency. 
According to a veteran teacher educator of English: 
.. .One difficulty that I encounter as a lecturer [is] students’ background 
knowledge in English. Very often we have to teach students who do not have the 
knowledge that they need to do well, and so we encounter a number of problems 
with grammar, expression in writing, expression in speaking, and also a failure of 
the student to understand printed material. That makes teaching difficult in the 
sense that you have to work at providing different types of [learning] experiences, 
which you hope will somehow build their communication skills. (Tiara) 
In the excerpts below, two other educators share Tiara’s observation: 
The main problem that I find with teaching education courses is language. Some 
[students] have difficulty expressing themselves, because the [Creole] tends to 
interfere with how some of them express themselves. You know what they are 
trying to say but it is not coming out clearly. What I refer to as basic grammar, is 
a problem. You also find that their content base in terms of broad general 
knowledge is lacking... [Many] things are lacking in their background knowledge 
in English and it makes it difficult for them to express themselves [both] orally 
and written. (Althea) 
You have some good students, even brilliant ones, but then there are some who 
are quite weak, especially in terms of English language expression [and] 
grammar; and you really wonder how they got into teachers’ college. You really 
have to wonder how they got here. (Jennifer). 
65 
One neophyte teacher educator also shares her concerns about academic 
preparedness of teachers’ college entrants. Tanisha has just completed her first year 
teaching English. In the excerpt below, she offers an articulate summary of the problem 
as she experiences it. 
I think except for a few, they are poor English students, really poor English 
students. I don’t know what is going to happen. Students in second year can’t 
decipher when to use ‘been’ and ‘being’, that soil of thing. [They] have difficulty 
with subject-verb agreement...I think also they don’t really express themselves 
very well.. .Most of the students speak Creole. They don't speak Jamaican 
Standard English enough; that is a big issue for them. 
I [also] don’t see the students comprehending very well. If you give them 
a passage they just read it and they expect that every question you ask them will 
come directly from the passage. I don’t see them analyzing the material; I don’t 
see them evaluating things. Basically they just want to recall and if the question is 
not a recall question there is a problem. So even though the course itself should 
allow them to develop critical thinking, I don't think that students are doing 
enough of that.. .If they don’t see the things in the passage they can't read 
between the lines. I say to them that the writer uses certain words to bring across 
certain ideas - words have meanings, there are different connotations to them, you 
have to read the words in context to understand what the writer is saying - they 
don’t see that. I don’t think they read enough; I don’t think they are exposed to 
arguments enough; [and] I don’t think they listen to programs that involve people 
putting a point forward and others criticizing that point. I don’t think they are 
attuned to things like those. (Tanisha) 
In the latter portion of Janice’s statement, she highlights another area in which 
student teachers’ are deficient - critical thinking. The following comments by another 
educator sum up the observation of many participants in this regard: 
... You find that students come with knowledge but oftentimes they do not have 
the application aspect of that knowledge so you have to spend more time in that 
[area]. They tend to be able to recall things but they don’t have a culture of 
thinking critically. When you try to get them to apply, synthesize and analyze, 
those skills are lacking. Most of the students that you find doing well in those 
areas do not come to us; they usually go straight to University of the West Indies. 
(Zack) 
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The academic deficiencies highlighted by the participants, point to a system that 
has been largely unsuccessful in preparing candidates who enter teachers’ college. It 
would seem that the Jamaican education system fails to provide the kind of experiences 
that would develop the intellectual and creative potential of these individuals. This point 
is illuminated in one educator’s comments below: 
From what I have seen, when [students] are given the freedom to express 
themselves the way they want to, they are very creative...To me they are very 
intelligent persons. If we are looking at Gardener’s intelligences, I think they have 
the set of those intelligences and they used them up. So they are able. Yes,. ..when 
they are asked to think critically about matters related to the curriculum itself, 
they may not appear as critical in their thinking, but when it can be related to their 
life experiences then it is different; you can see critical thinking exhibited then. So 
I think on a whole they are bright students as we would say in Jamaica, and [they] 
have the potential and the capability to do very well. (Morina) 
Morina intimates two important points: the notion that Jamaican education focuses on 
narrow traditionally recognized cognitive skills at the expense of others; and a failure of 
the system to provide culture-centered learning experiences. From her observation, 
students only appear challenged in the department of critical thinking when responding to 
the curriculum - a curriculum that is largely devoid of local significance to student 
teachers. It is reasonable to deduce from Morina’s comments that students' critical 
thinking skills may be underdeveloped, in part, because their pre-college learning 
experience lacked cultural relevance. I will now turn attention to another matter that the 
teacher educators in this study find troubling about trainee teachers. 
Attitude towards the teaching profession 
The other issue of marked significance to teacher educators in this study is the 
attitude of students to their training and the teaching profession in general. They are 
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concerned that perhaps most trainees have little interest in becoming teachers, and mainly 
intend to use it as a route to another profession. According to one participant 
I have found that there are many students who are not really interested in 
teaching. They have other interests. They want to go to into law [and] into 
business...And those that really are keen on teaching are the smallest in number. 
(Althea) 
And as stated in the comment below, some students unabashedly declare their intentions, 
even at the college entrance interview: 
...They say it! When we are having discussions in class, they say that they don’t 
want to be teachers...Even sometimes at the [moment] when we are interviewing 
them to come into college. We have a set of questions that we usually ask them, 
and one of them is something like “What do you intend to do after your training at 
the college?” And some of them, without thinking will say “O, I want to go to the 
university to do hotel management”, or “I want to do social work, or to do so and 
so.” And you realize that they just want to get somewhere. And a large percentage 
of them will tell you, either that their parents force them to come because the 
parents thought that they should be doing something, or they tried somewhere else 
and didn’t get in, or they want to use it as a sort of a stepping stone to something 
else. They just want something that they can use to go on to university in order to 
do something else. But it’s not all though, it is not all, because you will find those 
who say “I always wanted to be a teacher.” But I find that I am seeing more of 
those who are just sailing through. (Jennifer) 
Jennifer’s observation is shared by Tanisha who herself had been in teachers’ 
college as a student not so long ago. 
Most of my students are from the lower strata of the society. Most of them see 
teachers’ college as a stepping stone to something else, or the easiest tertiary level 
institutions to find themselves in because of the pre-requisite to go there. I think 
some of them have a poor attitude towards the profession. I can’t imagine them in 
the classroom, but they are there...I don’t know if I am also thinking about myself 
when I went to teachers’ college because when I went, I didn’t go because 1 
wanted to be a teacher. (Tanisha) 
As discussed in chapter one, students who do not perform highly at the end of traditional 
high schools, as well as those who attended upgraded secondary schools, tend to enroll in 
teachers’ colleges. Teachers’ college represents a second chance of preparing them for an 
occupation they prefer to pursue, therefore, it is not surprising that students lack 
commitment to teaching. 
From the accounts of trainee teachers’ noncommittal attitude towards teaching, 
one can imagine the countless stories of individual cases depicting the struggles of 
students and educators in this regard. Erica tells one such story: 
Last semester I actually had one student who was going to fail because he did not 
do his course work.. .And when I asked him what the problem was, he said he was 
not sure what he wanted. He said he didn't know if he wanted to be in college or 
not. I had to talk with him, actually challenge him, and then he said to me “Ok” he 
thinks he wants to be there. I am not sure if he just said it at the time for me to 
leave him alone or what, but he went ahead and did the work.. .For some students 
I don't know if they came because their parents sent them [because] they are just 
not ready yet.. .At his level they should know what they want in life. But they are 
lost. A lot of the students are, and you have to spend time pushing them. (Erica) 
The point must not be lost here that there is likely to be some degree of tension in a 
student who is pursuing a program to which he is not committed. The typical Jamaican 
student teacher has recently left high school and does not have the privilege of say a 
typical student teacher in the United States who has gone through an undergraduate 
program, done some soul-searching and has decided to be trained as a teacher. Among 
the various economical and social issues saddling the former, he or she is still in the 
phase of deciding on a career while pursuing a career. And this reality is perhaps 
described by Erica when she situates trainee teachers as being ‘lost’. 
The attitude of students towards teaching is reflected in their ambiguous response 
to the training program. Frank, a Professional Studies lecturer highlights a common 
stance that students seem to take regarding their training: 
I find the attitudes of the present student teachers wanting... They come with a 
notion of just buying time. It's another phase in their lives, they finish high school, 
maybe not have qualified for sixth form and so on, and then the colleges are just a 
waiting area for them. So you find that they come and the majority of them, I 
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would say about eighty percent, will not do what is required of them to be highly 
successful. They will be satisfied with just the minimal pass...The whole attitude 
they need to readily adopt that will reflect teachers in training, you don't 
find...Even with some of the mature ones now, you don’t get that genuinely 
wanting to work hard... Very few people now-a-days strive for A's, and that is 
reflected in how they graduate, cause you normally get [people graduating with] 
honors and so on. [For] many of them '‘a no nutten” [It's nothing]. (Frank) 
Frank's observation of some students’ lack of pursuit for excellence in the program 
further demonstrates their general disinterest in the profession. 
The complexities of the issues involved in Jamaican student teachers’ attitude are 
further explicated in Wayne's comments below: 
There's also a reluctance on the part of students to buy textbooks, even [among] 
those who are actually doing the masters program in teaching. They complain that 
books are too expensive... [and] that they do not cover the syllabus sufficiently. 
And you can't ignore that. But sometimes that is used as a smokescreen for their 
failure to buy the book and to do the reading because many of them do not like to 
read. They like to be just given prepackaged information, a kind of going back to 
the mug-jug sort of approach to education. And that just cannot work...By mug- 
jug, students regard themselves as empty vessels who come to class for 
information to be poured into their heads by the teacher, and then simply 
regurgitate what is poured in at the end in semester exams. Much of these things 
are a result of our system of education - a kind of authoritarian approach where 
the student does not know anything, and I know everything “so you listen to what 
I'm saying, and listen meekly.” That sort of approach has really come down from 
our colonial past. (Wayne) 
Wayne prefaces his comments by acknowledging the economic realities of Jamaican 
students, which cannot be ignored, since it might partly explain their attitude. But student 
teachers are still experiencing difficulty assuming the scholarly posture that is imperative 
of individuals pursuing tertiary education. Wayne’s students present what he calls the 
“mug-jug” mentality of the trainees - an attitude that is largely a function of their past 
learning experiences which have their roots in the colonial system of education. 
It is reasonable to posit that students’ feelings about teaching as an occupation are 
informed by cues from the wider society. It is therefore a challenge to teacher educators 
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when the products of that orientation end up at teachers’ college. In the excerpt below, 
Morina wrestles with this predicament as well as the possibilities: 
They are coming from the [wider] society and they bring with them some of the 
common values held by society, not the violence and so on, but in terms of 
attitude to teaching. Many of the younger ones, not the part time students, but 
those in the secondary programs, tell you that they come to teaching because 
that's the only way out for them now, and they are using it to become something 
else. Teaching is not [their] first love; they want to be a lawyer, journalist or 
something else. But they are using teaching as a way to get there. And so their 
attitude to teaching is “I am just doing this thing” - so not really valuing the 
profession 
After exposure to [the] course, The Emergent Teacher, a number of them 
start to think differently about teaching, and so they start to say they are really 
interested in this profession and they want to make a difference in it.. .This course 
focuses on learning to teach, looking at yourself as a learner, reflecting on your 
past experiences in the classroom as a student and how these experiences have 
influenced your present behavior in thinking about teaching... We never had any 
course that dealt with this aspect of teaching [before].. .This course calls for a lot 
of personal reflection, a lot of going into your past, into your history, identifying 
those challenges that would be banders to you becoming a more effective teacher. 
Not just identifying them and leaving it there, but really doing something about 
the changes that you want to make within yourself as you learn to teach, as you 
learn to become a more effective teacher.. .And student teachers have shared 
many times how the information and the reflection in the course cause them to 
draw brakes [and] change gears in the classroom when they were about to respond 
in a particular way to a student. And so their whole approach - the appreciation of 
people, the appreciation for the children, as individuals with their own unique 
ways and their own struggles, come out to be a strong part of the course. (Morina) 
Morina’s inspirational experience described above provides further insights into 
the needs of the Jamaican student who enters teachers’ college, as well as the possibilities 
for rethinking teacher education. She identifies with the experiences of her colleagues in 
relation to students attitudes, but she finds strong evidence of change in her students as a 
result of the opportunities for meaningful reflection that a revolutionary new course 
provides. The student teachers heartening response to the course, The Emergent Teacher, 
reflects their appreciation for this small but significant curricular shift. Morina’s 
observation partly highlights the notion that the Jamaican education system has left 
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learners hungry for self-awareness and social consciousness. The comments offered by 
the participants so far, strongly indicate that the teachers’ college receive students who 
are far less academically prepared than those who attend the University of the West 
Indies. This plays into the inequitable two-tiered trend that I observe in the Jamaican 
education system. In the following section, I will focus on another aspect of educators’ 
contextual reality that also reflects this culture of inequity. 
Straa Baaskit fi carry Wata: The Culture of Limited Instructional Resources 
“Yuh get straa baaskit fi carry wata” is a Jamaican proverb I have known since 
childhood. This Creole statement literally translates to: “You are given straw basket to 
carry water.” There is a practice in Jamaica, especially in rural areas, where people 
sometimes travel long distances to fetch water from a river or some other source, for 
domestic and other purposes. The choice of container for water-carrying is normally a 
plastic or tin bucket, which is normally balanced skillfully on the head to take the 
journey. Now, a basket made from straw was once a popular shopping ‘bag’ in Jamaica, 
and by nature of the material, is very porous and hence would not be an effective water 
container. Carrying water in a straw basket, therefore, suggests an extremely difficult, if 
not an impossible task. In many respects, the accounts related by teacher educators in this 
study, regarding instructional resources, describe an experience of being given ‘straa 
baaskit fi carry wata’. Participants relate a dismal story in relation to access, availability, 
and quality of instructional materials and facilities in Jamaican teachers’ colleges. 
A vexing issue for participants is the inadequacy of printed materials in teachers’ 
college libraries. According to Carol, an information technology lecturer, “We do not 
have enough material to support the program. We need more books, more journals and in 
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particular, more up-to-date material.” Another agrees by saying: "Sometimes when I am 
writing up my bibliography to give my students I am embarrassed by the age of the books 
in the library that I am recommending” (Beverly). In the statement below, Frank 
broadens the discussion by highlighting some of the effects of the problem: 
In terms of when assignments are given - whether in handing in work or just 
doing further reading, the lack of reading material robs students of the opportunity 
to follow up. So you find that students keep coming to you saying: "Sir I couldn’t 
find so and so” [in the library]...You also find that when students give you 
written work, the quality of referencing in terms of the currency is wanting, and 
you have to be sending them to other libraries to find up-to-date information, 
when that shouldn’t be. (Frank) 
And according to some participants, the issue goes beyond scarcity and dated text. 
They observe that even in the case where material is available, much of it lacks local 
significance. Here are the accounts of two participants regarding this issue: 
... [Although] Caribbean people have written a number of social studies books 
[and] a number of papers on social issues, that we can use, most of our source 
materials have been prepared and printed elsewhere, mainly in the United States 
of America and England...I would say that very often when you use foreign 
sources, you have to be an experienced teacher in order to use them correctly, 
because many of the things which are presented are not really applicable. We are 
not suggesting that we tie our students down to knowledge about local issues 
only, but I believe that we need to have more material that speaks directly to our 
experiences. (Grace) 
In the area of music the library is lacking, full stop. There are a number of courses 
in music: [for example] there is a course called Musical Knowledge II, which 
deals with what is termed western art music - the classics. The library will help 
any student with that area because those books are there. But there is also a 
musical knowledge course called Pop and Folk - Jamaican pop and folk music - 
and I cannot ask my students to go to the library to access this information 
because it’s not available. (Latoya) 
Although Grace suggests cultural affinity between Jamaica and Caribbean scholarship, it 
is reasonable to understand that unless the work is focused on Jamaican society, it is still 
considered foreign. Latoya’s comment is very telling because perhaps nothing speaks to 
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Jamaica’s cultural essence like its music. I have met many foreign nationals who tell me 
that they learn about Jamaica through our popular Reggae music. However, this cultural 
form has yet to find a legitimate place in the local teachers’ college library, whereas 
material on western music is amply available. The comments of both educators speak to 
the dearth of culturally sensitive material at the teachers’ college level. 
The challenges posed by the deficiencies surrounding print materials have pushed 
some teachers’ college lecturers to buttress the system with their own resources. 
According to one educator “The most that we can do is that sometimes lecturers have to 
put our own books on the reserve shelf and have students photocopy appropriate chapters 
or use the book for a limited period” (Wayne). This practice is shared by another 
educator: 
.. .It’s left now to the lecturer to find the materials and place it under the reference 
section so the students can go and get it....In that case students are going to 
depend heavily on the lecturer to put materials there for them. Students do not 
have the money to purchase textbooks, so you find that you end up giving them 
information that you have.. ..After you are finished teaching them you refer them 
to that book you used, knowing that [it] is not around; [and] it makes no sense. 
So you have to end up making the material from the book available somehow. 
(Zack) 
A key issue raised in Zack’s comments is how Jamaica’s economic realities impact on 
students’ ability to purchase textbooks. One might argue that college students in perhaps 
all societies experience financial difficulties, but it is not hard to appreciate that students 
from poor backgrounds in a developing nation would be at a greater disadvantage. It is all 
the more important that an institution that attracts economically less fortunate students, 
like a teachers’ college, be equipped to bridge that gap. Instead, its library resources are 
significantly inferior to that of the UWI which already attracts more economically well- 
off students. 
Another aspect of the theme of limited resources that frustrates some teacher 
educators is the lack of electronic media. Some lecturers report that they are encouraged 
to incorporate technology in their work, but this rhetoric is not supported by the provision 
of the actual equipment to make it possible. These stories tell of the woeful inadequacy of 
teachers’ colleges in this regard, and eloquently articulate the metaphor of using ‘straa 
baaskit fi carry wata.’ The following statement reflects this sentiment: 
We have a lot of hype about the twenty first century and the technological 
resources which are available, but the truth is we don't have them. For example, 
we are encouraged in the rhetoric to use things like the multimedia projector, [but] 
in this college one department has a multimedia projector, and one individual 
owns another... We have one overhead projector in our division [which] has 
eleven lecturers... So what do we do? We have a tendency to do a lot of our 
teaching using lecture, discussion and the [chalk] board, and make notes for 
[students]. All this affects students, because for example when we ask them to 
make presentations we encourage the use of various methods, but again students 
fall right back into giving you the information [by] making a few charts... (Grace) 
Erica has just completed her second year of teaching; and she reflects on how her 
debut as teacher trainer was affected by the absence of a basic piece of equipment. 
I evaluated myself and [felt] I could have done much more last year. I did not do 
enough because I had very little to use in terms of resources. For example I 
wanted a VCR to show my students something but there was none... So I am now 
thinking of buying one from personal funds because I really need it and that's the 
only way I am going to get it...You end up going back to the chalk-and-talk 
[because] you don't have enough in the classroom to use.. .Going out as a new 
teacher, the last place that [student teachers] remember is the college. They’ll 
probably use a little of what their teacher at high school practiced, but the one 
[teaching] experience that they will remember last is from their lecturers. (Erica) 
If teachers’ college lecturers face difficulty in accessing basic audio-visual 
equipment, their experience with computer technology is even worse. This is how 
Jennifer and Latoya describe their experiences with the problem: 
The teachers’ college program requires that students learn how to use a computer 
and there are not enough computers here....For one course. Technology in 
Education, it requires that the students know how to use instructional technology: 
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overhead projector, computers, all of that, But there is not enough equipment to 
make this possible. I mean you have close to four hundred students doing that 
course and you have maybe 30 working computers, if that many. So it is 
frustrating because students will be tested on computers in the exam and some of 
them don't even get close to a computer for the entire semester! (Jennifer) 
Most of my preparation has to be done at home if am to access for example the 
computer, or Internet. The college does have a lab but the number of computers 
and the time in which [they are] available is a big issue. The thing is I don’t have 
it at my disposal in my office on my desk, so [computer access] has to be done at 
home. (Latoya) 
A crucial facility for any educational institution, especially at the tertiary level, is 
photocopying services. The participants in this study lament that this is another source of 
frustration for them - photocopying service is virtually non-existent in teachers’ colleges. 
In the excerpt below, two participants give a sense of the problem at their respective 
institutions: 
We have a photocopying area with two machines operating, but the volume of 
work that the machines have to take see them breaking down often. Also you have 
to give stuff you want copied to the office in advance. Persons have to seek 
photocopying services outside of the college sometimes because it is not every 
time you are able to get the information and leave it to be copied within a specific 
time to get it for your class. It might be something that you saw overnight, 
something you have just come upon, you have the class next day, and so it’s kind 
of difficult to get this material to use for that class. (Carol) 
You want something photocopied for a class tomorrow [but] you are told, it can't 
be done because it has to be sent somewhere else away from the college and it’s 
going to take so many days.. .and it just really frustrates you. (Jennifer) 
According to another educator: “Sometimes I print at home; but then I can’t print enough 
copies [for the entire class] and therefore I still have the problem with photocopying” 
(Latoya). 
The foregoing comments on the inadequacies in resources might be a function on 
Jamaica’s economic status, but they may also speak to a general neglect on the part of the 
college administration and the government to furnish facilities that provide meaningful 
experiences in teacher education institutions. It might be argued that one is asking a little 
too much of a developing country to have expensive technologies in place, when there 
are basic needs to be addressed. But as Carol explains: ‘‘Some of the public high schools 
have better resources than what we have. They have a lot more up-to-date [and] state-of 
the-art equipment.” In public high schools, Carol is referring to traditional high schools 
which in many respects, still enjoy a higher status and support in the Jamaican society 
than teachers’ colleges. Also, lecturers at the UWI (which is also a public institution) do 
not experience the problem of lack of resources to the degree that lecturers at teachers’ 
colleges do. In the upcoming discussion, the focus will be on another issue which also 
reflects the unequal status of teachers’ colleges in the tertiary education landscape. 
The Tenuous Affiliation with JBTE and MOEY 
The Joint Board of Teacher Education (JBTE) and the Ministry of Education and 
Youth (MOEY) are the two major affiliate organizations of teachers’ college faculty in 
Jamaica. The JBTE is designed to coordinate all the curricular activities within the 
teachers’ colleges. This body is comprised of all teachers’ college lecturers and 
principals, representatives from MOEY, and University of the West Indies (UWI) faculty, 
who normally chair the JBTE. The MOEY is the administrative body of education, and 
carries out functions akin to boards of education in the United States. It is, however, a 
highly centralized body which oversees all public educational institutions and some of the 
affairs of private institutions as well. The MOEY is headed by the Minister of Education, 
a political appointee. The teachers’ college lecturers in this study describe a tenuous 
relationship with these two entities. 
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Many teacher educators who participated in this study do not feel that they are an 
important part of the JBTE. They question the degree to which their interests and ideas 
are considered in the organization’s decision-making process. According to Latoya, 
The Joint Board of Teacher Education, I'll put it this way, is the ruling power in 
charge of programs within the [teachers’] colleges. From time to time we are 
reminded that the Joint Board of Teacher Education is not some far-away group 
of persons, but consists of us lecturers as well. But I wonder sometimes though 
how much a part of the organization are we, [and] how much our interests and 
input are taken into consideration.. .For examples dates that are set for certain 
meetings; the vetting of examinations, and many other things going on within the 
colleges, reflect little considerations for us. They also give short notices of 
additional things that need to be done in a time that just does not seem possible 
for us. (Latoya) 
A major function of the JBTE, in association with teachers’ college faculty, is to 
organize the syllabus and design courses for the teacher training institutions. However, a 
common complaint among educators is that even though they have been consulted, their 
input is virtually absent in the outcome. 
You get these circulars that there is going to be this new course and you are 
invited to attend a meeting, and at the meeting you are presented with the outline 
of a course. Or sometimes they may send you the thing but most times you don't 
have enough time to look at it in details because it comes to you at short notice. 
And then when you go into the meetings and the discussions are held, you leave 
sometimes with a feeling that ok things are being thrashed out because everybody 
has made an input and so on. But yet when the thing comes back to you 
afterwards no changes have been made. So somehow things are passing 
midstream and not being acted upon. And I'm not sure exactly what the problem 
is, but it keeps happening. (Althea) 
In the excerpt below, another educator also shares his observation on how lecturers’ input 
is scarcely taken into consideration: 
Sometimes we are given the impression and feeling that much of the decision of 
the organization is made by us, but very often that is more word than practice. 
Any sensible individual will know that whereas some things do come from us, 
and where it must be admitted that we are consulted on a number of things, the 
final decision, the final word rest with a group of people or a body to which we 
belong. Oftentimes things are submitted to us where we are asked for our input 
but when the final product comes back to us many of us cannot identify it as being 
our own. So even though they will say well you know you are responsible for so 
and so, and you are the people who did so and so, very often ideas and programs 
and curriculum come to us with which we can't identify. (Wayne) 
Below Carol provides an example of how the idea that lecturers input is not taken into 
account by JBTE impact her work and that of colleagues in her department: 
Some new courses that we have in the education department were developed from 
the understanding they sought input from the lecturers but we did not see it 
reflected in the final document. We have been very vocal about one of the courses 
because we have just gone through implementing it and there were a lot of 
problems. You found that the writers had to be coming out to individual colleges 
to explain and to find out what problems we were having and that kind of 
thing.. .1 don't have a problem teaching a course that somebody else has 
developed, but they should have at least had the input of one college lecturer in 
the writing process; it doesn't necessary have to be me, or someone from my 
college, but at least someone from one of the other colleges. I do believe these 
persons who have written the courses have some amount of experience, but they 
do not have the intimate experience of actually teaching the courses, they do not 
actually know what exists within the colleges, they only know from what they 
hear. They have taught at the University but not in the teachers’ college. (Carol) 
Another educator discusses in greater details how suggestions from his board of studies, 
to modify a longstanding grading system were ignored: 
It was just today I was looking at the JBTE grade sheet where a course is assessed 
according to the sixty-forty [convention]: meaning that the coursework is sixty 
percent and the exam is forty. [And] the JBTE has a rule that says that coursework 
cannot redeem a failing grade. Now I think the JBTE is left behind in terms of 
assessment. Assessment is not only by exam. Here is a student who got an “A” for 
course work because the student is very good at practical - very good in creating 
websites, use of HTML, Java script and so on. The focus of the course was to 
design a website. But the student happens to get an “E” in exam. When you work 
out the coursework the student has fifty-five out of sixty, and from the exam the 
student got only about eight. [So] when you add eight and fifty-five the student 
should be able to get a “B” something, but that archaic rule says that that student 
must fail. Think about that. It's like we don't have any other way that we can 
assess students apart from exams - colonial thinking! I believe so because most 
universities nowadays are actually assessing students through coursework alone, 
because they find that continuous assessment is more effective than a one-shot 
exam. And the JBTE continues to ignore that fact.. ..Last year my board of study 
recommended moving away from the forty-sixty to sixty-forty because of the 
needs of the students. We felt that we should give students the opportunity to do 
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more course work and less of the exam type.. .Now all this was presented to the 
JBTE, who agreed and accepted everything that we presented, and now they are 
sending a sheet with the old rule on it. They ignored the suggestion because they 
have the colonial and old mentality in them. They just don't think with that kind 
of openness to accommodate changes. (Zack) 
The JBTE is also responsible for examining the work of teacher educators. For 
example, representatives from the body, normally UWI faculty and MOEY personnel, act 
as external examiners for the courses as well as the practicum. A major gripe for some 
educators is how external examiners present themselves during the process of examining 
the practicum. In the excerpt below, Frank speaks strongly about the issue: 
Because we are ‘assistants’ to Joint Board through UWI, you find that these 
externals don't talk to us, and I am speaking generally, not only for Primary, but 
for Secondary [and] Spec Ed too. These externals don't come as a second opinion; 
they come as 'the validator.’ And I have a problem with that, because the external 
examiner is not more expert in the area than I am.. .1 have heard of cases where 
lecturers will even bury their professional insights and just give in because of how 
[external examiners] come across. If people are professionals on equal grounds, I 
don't see why one side should have this greater say. And that's the whole business 
I have with externals, whether for written exams or for practical exams...The 
whole thing of externals, the whole image, the attitude, the whole philosophy they 
are working with need to change...They are just another professional. 
And even sometimes when you go to board of studies and how these 
external examiners interface with us as lecturers you think that they want to say 
that we don’t know much, and we don't know. You find also, that because we in 
the teachers colleges were their students whom they have taught in our second 
[and more so first] degree, they still see us as such. So they come with this mind 
set saying “When I was teaching you, yuh neva kno nuttin”. So they come with 
this same attitude... So it's a mind set, a perception of how they see themselves in 
relation to us; and if they see themselves as superior they are going to treat us 
similarly. (Frank) 
In a rather pointed manner, Frank’s comments highlight the inequitable relationship that 
teachers’ college lecturers perceive exists between them and external examiners, and by 
extension the top echelon of the JBTE. This tenuous relationship has created an ‘us’ and 
‘them’ situation between teachers’ college lecturers and UWI faculty working with JBTE. 
As a result some educators express concern about the need for and usefulness of the 
board. 
Some participants, however, have a different take on the issue. For example, 
Maria feels that her colleagues’ perception of the JBTE is a factor in how they relate to 
the organization: 
.. .It depends on how you view the board. Because if you view the board as ‘those 
over there’ then it may be ineffective because you probably don't want to feel a 
part of it; so we are always going to be blaming ‘them’ rather than seeing ‘us’ as 
an arm of the board. And therefore ‘my’ input and the success or the efficiency of 
the board is dependent on my involvement, my input. So from that point of view I 
think more of my colleagues need to view it from that perspective and therefore 
be a part of the whole... ‘Those over there’ I think would be the final policy 
makers. Who are those? Well, the [college] principals; the University 
representatives; and the Ministry of Education. And so whatever comes for the 
lower level finally abides there. And the decision of what to do, and where to go, 
rest in their power.. .They have to veto, and or confirm or affirm things. (Maria) 
There is also a wind of change in some external examiners’ attitude, according to 
Morina: 
We are coming from having external assessors who had a particular view of how 
student teachers should be prepared, very traditional in their approach, very 
traditional in their assessment of the practicum: it should be done one way, and 
we should not be involved in dialogue or anything like that, with supervisor and 
student. I've seen where we have evolved from that to a set of external assessors 
who are very facilitative in the process...For the past few years we have been 
blessed with a group of such persons. They come, they are not afraid to let us 
know when they are going to see the students. And when they see the student 
doing something which is not going so well, they consult with me, the supervisor: 
“Do you think that that person will take kindly to a suggestion?” “How do you 
think the person will respond if we suggest a little change that will help the person 
to do it a better way?” And I would say yes, if 1 say yes, then they would say 
“Could you go now, call the person and let us talk?” And they would make 
suggestions in a very friendly way. (Morina) 
Teacher educators also have some concerns about the MOEY. They feel that the 
Ministry does not sufficiently involve them in activities relevant to their work. According 
to Grace, 
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One of my colleagues said the other day that as far as the ministry is concerned, 
we are like an oxbow• lake. Now if you are not a geographer, an oxbow lake is 
formed when a bend in a river or a meander in a river is cut off and the meander 
forms a lake somewhere in the backwater there, and the river straightens and 
continues its flow. We are cut off in flow, because we very seldom know what 
goes on at the Ministry. We are preparing teachers for the system, but we are not 
kept informed about the various related activities that go on at the Ministry. 
Nobody really makes an effort to keep us informed. The various workshops which 
are put on for teachers, we are never invited to them. We very seldom know what 
goes on in the ministry. They might write a letter to the principal, to say, “From 
time to time this is going to happen*’ and that is where it ends. But there is little or 
no effort to get us involved. (Grace) 
The following comment is a further illustration of the disconnection with the MOEY that 
some teachers’ college faculty experience: 
There is a real disconnect that exists from the point of the Ministry level, because 
I have found that in terms of what is happening in the schools, teachers colleges 
are not involved in the new programs that are introduced in the schools. And as a 
result you find that when the students go out into the schools, they have to engage 
in programs that we are not aware of... So you find that the government is 
spending a lot of money on workshops for people who are just leaving college to 
learn these things which should have been in place in their training. Every 
summer you have teachers who go to different workshops all over the place for 
upgrading and so on, and some of these persons are the ones who have just left 
college. I have a friend who is an education officer [at the Ministry] and when I 
hear her talking about some things, I have to say, “But this is something that the 
college should know about.’’ But then you hear there is no money, they don't have 
this and they don't have that. Basically I think this whole education thing is just 
like climbing a greasy pole. I don’t think we are addressing the problems, I don’t 
think we are. (Carol) 
Although there are some dissenting voices, the thoughts and experiences of 
educators in this study indicate that many are dissatisfied with the relationship they share 
with the two major institutions with which they are affiliated. They are of the view that 
the JBTE does not conscientiously incorporate their input in decisions concerning the 
curricular affairs of teacher education. In addition, comments regarding the MOEY 
indicate that some educators feel a sense of isolation from this government ministry as 
they are largely left out of the loop. The sense derived from the comments and 
experiences shared by the participants is that lecturers are treated as less than equal 
partners in relation to these two bodies. Their experience reflects the lack of regard 
shown to some aspect of the education system in Jamaica, a phenomenon related to the 
two-tiered arrangement. 
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CHAPTER 5 
NEGOTIATING THE COMPLEXITIES IN THE WORK OF JAMAICAN TEACHERS’ 
COLLEGE LECTURERS 
In the previous chapter I focussed on how participants describe the contextual 
realities of their work. In this chapter I will examine how they perform their work and the 
possible connections that are made to those contextual circumstances. The personal 
narratives that the educators share in this study characterize their work as a process of 
engaging with profound complexities. Four major themes were prominent in the 
educators’ stories: (1) the challenges of performing the tasks of supervising practicum 
and teaching simultaneously; (2) the difficulty of and need for greater collaboration with 
cooperating teachers; (3) their commitment to the longstanding external assessment of the 
practicum despite dissatisfaction with how the exercise is conducted; and (4) their 
engagement with instructional strategies that challenge the traditional conceptions of 
teaching in Jamaica. 
The Challenges of Teaching and Supervision 
Jamaican teachers’ college lecturers have the responsibility of supervising two 
sets of field experiences for the school year: practicum for second year students for three 
weeks, followed by final-year practicum for one semester. In both cases, the educators 
still have the responsibility of teaching on campus while these field experiences are 
taking place. The participants’ stories describe the tension in their struggle to cope with 
the dual responsibility of supervision and teaching. One educator describes the 
experience as being “.. .torn between the need to teach our students here so they can pass 
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their exams and the commitment to carry out supervision on TP [teaching practice]” 
(Tiara). In the comments below, Maria gives a general sense of what the process is like: 
The practicum takes up a lot of time, and I feel that it is the most stressful part of 
our year. In addition to teaching our classes, you have to go in the field to observe 
student teachers. They write daily lesson plans which you have to diligently mark. 
[And] so you if you have five students supervising at the primary level, teaching 
all these primary subjects, then it is a great challenge for you as a lecturer. And 
when an evaluation or comment is not given to the students in the field you have 
to find other time in the day to meet with them. [And] you just don't have enough 
time to spend with them individually...In the meantime you leave the students in- 
house to do assignments, [and] you try to get back to them to have discussions 
and so that rushes it for them. So it's a bit of [a] juggling [act] and sometimes 
somebody is shortchanged. (Maria) 
In the following excerpt, Latoya shares her experience by elaborating on how 
challenging it is to balance teaching while supervising large numbers of students: 
Over the last few years I have found it very nerve-wracking. This year for 
example, I had nine students and just to show you how they were distributed: I 
had Meadowbrook, Calabar, Queens, Holy Trinity, [College] Practicing, 
Vauxhall, Bridge Port, [and] Waterford [schools]....But what also makes it 
unfortunate is that sometimes two that are close together are teaching at the same 
time. You can't split yourself so you only see one. And while you are supervising 
say the year three students, you also have your first and second year students 
within the college who should receive their lecture. I make a very conscious effort 
not to miss too many classes, but beyond a doubt you will. (Latoya) 
In addition to having large numbers of individuals to supervise, oftentimes 
Jamaican teachers’ college faculty travel long distances to do so. As Morina explains 
“sometimes the students are located in different parishes, in some cases a hundred 
kilometers [62 miles] away, and we have to come back to teach classes. So it is very 
strenuous, it’s very difficult.” In the excerpts below three educators provide further 
commentary on the difficulty they experience supervising and teaching at the same time: 
...To have eighteen hours teaching on campus, and seven students to supervise at 
different locations is tough. Some students may be as far as 48 Kilometers away, 
some as far as Hanover. So for me to see the students in Hanover I have to spend 
a whole day in that parish. [This] means I have to abandon all the classes that I 
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have on campus. And so you find that the students [in Hanover], may not even get 
the right amount of supervision; they might be seen only two times or probably 
one, because they are so far away... (Zack) 
The geographical distance between the college and where students are teaching is 
sometimes quite great. And so you might plan to get to a school where a class 
begins at nine o'clock and ends at ten and you have a class to teach at ten thirty. It 
is virtually impossible sometimes to get back in that half-an-hour, given traffic 
and the distance. (Grace) 
I've found that if you plan your visits wisely it helps. BUT, but I have to add 
immediately that some of the schools are at great distances away from the college, 
and therefore that makes it very difficult. Even with the best of plans, when you 
visit schools that are several miles from the college, it's difficult to return to teach. 
(Norma) 
In light of the realities regarding the struggles involved in teaching and 
supervising simultaneously, the lecturers describe a number of strategies they employ to 
reconcile the two competing responsibilities. And as one educator put it: “In my first year 
or two, it felt impossible. I felt like running away. But after doing it for a while I learn 
how to balance it” (Sharon). 
Some lecturers find it important to appeal to students not involved in the 
practicum to understand the culture surrounding the exercise. As Tiara points out: “Some 
students are not very conscientious and they'll grumble and complain; but I always tell 
them that their time is coming, ‘you're going to be on TP and you will want people to 
come out there and supervise you’...” Another lecturer elaborates the point in this way: 
When the first years come in I explain to them.. .“Next year this time, it is going 
to be your turn, we are coming to see you and the [new] first years will be left 
here. So you have to understand that this is the cycle that is involved and 
therefore you need not get upset and complain that we are not here. At this stage 
we expect you to behave in a responsible way; don't think that because we are not 
here you have nothing to do. There is always work here for you to do.” (Althea) 
In Tiara’s and Althea’s comments it is clear that students not involved in field 
experiences, voice discontent or fears about being shortchanged. The educators respond 
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by asking them to assume the position of those on the practicum and to understand the 
“cycle” or culture of the system. The comments below represent another angle or how 
some educators negotiate the matter with their students: 
One of the first things I do is to tell the students ahead of time what my schedule 
is going to be like for that particular semester. And if there is any change in my 
schedule [later] I'll let them know. I also tell them that when I am away work will 
be assigned for them to do. They are required to work on their own [because] this 
is not a free time off class [and] they'll be required to hand in to me, what they 
have been assigned, for discussion in the next class. Or if they have any project 
working on for that particular course, I suggest to them that they utilize the time 
to continue work on the project. (Wayne) 
Lecturers stress that they try not to miss many classes on campus. However, with 
the best of intentions, many times they are unable to make it back to campus on time. In 
such cases they rely on what Zack refers to as “having a contingency plan.” The 
following comment describes the typical contingency plan lectures use: 
Sometimes you don't get to teach a class because you miss one that you thought 
you were going to get back to. What I do when I have that situation is to leave 
work for the students to retrieve. There is usually a class monitor, or a student 
who is responsible, and I would leave the work on my desk and say “If I am not 
back this is what you should do.” And nowadays that everybody has a cell phone 
when you find that you won’t make it back you call somebody from the class and 
tell them that you won’t make it back and what they should do until you come. 
They do lose some time but that is just how the thing is structured. (Grace) 
As indicated in Grace’s comment, teachers’ college lecturers are very careful that 
students are productively engaged in their absence. In addition, they are equally 
conscientious about ensuring that the assigned work is completed. Althea describes her 
seriousness about the matter: 
... [To] make sure that they do the work, I impress upon them from very early that 
when I leave work I want it when I return; because if you just leave them with 
work, some tend to procrastinate or not to do it at all because “Oh, she won't 
collect it today.” But I usually ask them to complete it and leave it on that table 
outside my door. And if when I come I don’t see it then I get quite upset with 
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them. So they tend not to make the mistake of not doing the work.. .1 have to 
ensure that the work is done so that we keep up... (Althea) 
Another strategy of the educators in their effort to balance teaching and 
supervising at the same time, is to develop working relationships with colleagues as well 
as students. As Morina explains: 
... We have to work out strategies that the students will benefit from, and that I 
can benefit from. Sometimes we team-teach: so another lecturer will become 
partner-in-teaching. We work out the activities, we join the classes, and in my 
absence that person will teach my students along with his or her students. That too 
can be difficult because the classes become large.. .We have to teach students to 
take responsibility, so we prepare work-sheet activities ahead of time for them 
and asked them to document what was done...We also organize peer-teaching. 
(Morina) 
One strategy that educators make use of that seems to place them under 
significant strain is make-up classes and meetings that they organize for student teachers. 
The two educators below speak eloquently about this reality: 
I make a conscious effort not miss too many classes, [but] beyond a doubt you 
will. Therefore I sometimes have make-up classes on a Saturday or a Sunday, or 
where you can make it, [usually] after six in the evening [on week days]. But then 
again the evening program takes place from four to eight, and I am also involved 
in that program. And that's why it is very, very tedious, because even on a 
weekend you have to be looking at students’ lesson plans for them to go out 
Monday morning. And that has been a ritual for me over the years. (Latoya) 
Even though you leave work for the students to do, many times it's not done 
satisfactorily. They will tell you that they don't understand and they can't find this 
and they can't find that. They would just like to have you there at all times. So 
what I try to do is to have contact with the class at least once or twice per week 
and then you find a time to meet with them. I find it very tiresome, because 
sometimes I have to be on the road from six [am] until after five [pm]...The 
teaching practice period is a very hectic time for me. (Carol) 
Carol and Latoya draw attention to the fact that leaving students with work to complete is 
not sufficient, and therefore they have to find additional ways to compensate for their 
absence. But some provisions that work for some students might not be convenient for 
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others. For example Sharon decided to convene extra classes on Saturdays but was 
reminded that: “Some students are Seventh Day Adventists, [and] they say ‘I am not 
coming to any Saturday class.’ So I have to find other times to make up with them too. 
It's really challenging.” 
In response to the difficulties involved in teaching and supervising 
simultaneously, some teachers’ colleges lecturers resort to cramming. Teachers’ college 
lecturers are responsible for preparing student teachers to be externally examined at the 
end of practicum, and must also complete the various syllabi for their in-college students 
before the end of semester examinations. In order to accomplish the latter, oftentimes 
educators have to rush through remaining portions of the syllabus before the examination 
period. And as one participant confesses “I have to engage in cramming, sometimes 
towards the end of the semester, because even though I leave work for students to do, 
many times it's not done satisfactorily” (Carol). 
It is clear from the testimonies offered by the participants that Jamaican teachers’ 
college lectures endure difficult challenges performing the twin task of teaching and 
supervision. It is also true that their students are at a significant disadvantage because of 
this seemingly unfair arrangement. The plight of both lecturers and students in the 
teachers’ colleges therefore, indicates that these colleges are not treated as serious tertiary 
institutions - a trend reflective of the attitude towards institutions on the wrong side of 
the two-tiered system I have identified. From my knowledge, it is unheard of for students 
of the UWI to be deprived of their assigned classes in the manner that it occurs in 
teachers’ colleges. The lecturers and students at the former institution are treated with 
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greater regard. I will now look at another issue that participants consider interfering with 
the effective execution of the job. 
The Need for Greater Collaboration with Cooperating Teachers 
In modern teacher education programs, the host teacher or the cooperating teacher 
plays a very critical role in supporting both teacher educator and student teacher. Most 
educators in this study report that they receive very little support from cooperating 
teachers. It is important to note that unlike what largely obtains in the United States, 
where the student teacher chooses his or her cooperating teacher, the Jamaican student 
teacher has little or no choice in the matter. A Placement Officer at the college makes 
request of school principals to host student teachers. Principals in turn appeal to their 
staff for volunteers to take on the students, or in some cases, simply assign the student 
teacher to someone. When this process is complete, the college then informs the student 
teacher of the school he or she is assigned, and the name of the teacher with whom he or 
she is assigned. The student teacher is then required to meet with the supervising teacher 
to make plans for the practicum. In this section, the participants talk about their 
experience working with cooperating teachers. This discussion focuses on (a) educators’ 
appreciation for the cooperating teachers’ role; (b) their perception of cooperating 
teachers’ attitude towards the practicum; and (c) the challenges of building a 
collaborative relationship with cooperating teachers. 
The limited support that cooperating teachers provide in the practicum is of great 
concern to teachers’ college lecturers. They appreciate the highly significant part that 
cooperating teachers can play in the practicum process. According to Althea, 
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“Cooperating teachers are our assistants in the school...They have a very important 
function to play.*’ Tiara extends Althea’s point by noting that: 
I think the cooperating teacher should have more responsibility in the exercise. 
They are mainly observers and I don't think they are held responsible for not 
giving the students any guidance. All the guidance is left up to us. But we are only 
visitors, we only visit student teachers occasionally, [cooperating teachers] are 
there with the student teacher all day. (Tiara) 
This comment echoes the sentiments of all the educators in this study. They are very 
concerned that cooperating teachers are not contributing more to the process. 
But can teachers be of help when they virtually disappear when the student 
teacher arrives? According to the educators in this study many cooperating teachers take 
a holiday during the practicum period. As one participant remarks: “Generally speaking, I 
think the teachers see it as a time for relaxation. The moment the students come in, after 
they have shown them where they can sit, and where so and so is, teachers disappear” 
(Althea). In the excerpts below, two other lecturers concur with this observation: 
...Cooperating teacher support is virtually nonexistent. It is almost a voluntary 
thing. How this works [is that] a placement officer makes contact with the various 
schools and they volunteer to accept practice teachers. Once the student teacher 
goes into the classroom, some teachers see that as an opportunity to take a 
holiday. Yes they are in the school, but you hardly ever see them when you go 
there. There are a few notable ones who are always there, who will assist the 
student teacher to find material and that kind of thing, but by and large, the 
teachers see this as an opportunity not to be there during that period. (Grace) 
...Whereas some teachers actually remain and give student teachers the kind of 
support they can by supervising the discipline of the class, many regard this as a 
kind of holiday from class, and to use the opportunity to do their own business. 
And so student teachers get very little support. (Wayne) 
As stated by the college lecturers, some cooperating teachers do assist. But as 
Wayne indicated above, their assistance seems to be concentrated in one area of 
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classroom life - managing disciplinary problems. Carol and Norman weigh in on this 
point in the following comments: 
Generally speaking, those cooperating teachers that I have been involved with 
have been supportive of the students. Some remain in the class for the entire 
period; some for the beginning. And I think they do it to make sure that their 
students are behaving... If it's a troublesome class they will more or less try to 
keep an eye. If they are outside they will not stay for the whole day, they will 
come back and forth to ensure that the students are behaving. (Carol) 
I just want to point out though that in some schools the teachers are vigilant and 
they help. [But] I don't think the students benefit a great deal from cooperating 
teachers. They mainly help students with maintaining discipline in the class... 
The students are usually left to fend for themselves, and the major problem they 
have is maintaining discipline. The more mature teachers usually provide help in 
that area, but quite often they don’t seem to have lot of time for the students. 
(Nonna) 
It is interesting that the cooperating teachers who assist student teachers appeal* to view 
their responsibility in the practicum as maintaining classroom discipline. Although they 
might not perceive themselves a significant part of the mentorship team for student 
teachers, cooperating teachers consider it their duty to ensure that order is maintained in 
their classrooms. Cooperating teachers, therefore, try to provide at least a less stressful 
atmosphere for student teachers, as well as protect a critically important aspect of 
schooling in Jamaica - classroom discipline. 
There is also the matter of the kind of support that comes from certain types of 
schools. Frank makes this observation in relation to the matter: 
There is much to be desired concerning the support of cooperating teachers. With 
the prep schools you find that cooperating teachers are very supportive. And this 
may be for two reasons: one, they genuinely want to nurture a younger person 
into the profession; and another is that in prep schools, teachers feel they have to 
be accountable to the administration and parents...But in the primary and 
secondary schools now, you find that the support of the cooperating teacher 
varies, because you have some teachers who feel that when student teachers are 
there their hands are free. (Frank) 
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Frank’s comments draw attention to the status factor and the difference in treatment 
among schools in Jamaican society. As discussed in previous chapters, private primary 
schools and traditional high schools hold a more privileged position in Jamaica than their 
public primary and upgraded high school counterparts, respectively. It is not surprising 
that Frank and other participants observe a disparity in teachers’ attitude to the practicum 
based on school type. 
The participants also identify some significant factors that deter building a 
meaningful collaborative relationship between lecturers and cooperating teachers. A 
major point they raise in this regard is the time factor related to teaching and supervising 
at the same time. Althea provides a reasonably representative commentary about this 
issue in the excerpt below: 
Because we are always hurrying, many times when we go, we just advise teachers 
that we are there; and we go to find the students, ’cause most times you get there 
just in time to see the students teach. Often you don't have time to communicate 
before you leave because you're trying to get to another school to see another 
student. There are times when I get there a little ahead of time and I talk to 
teachers, as I do sometimes. I will say to the PE teacher “How is he or she 
doing?’ that kind of a thing. And if cooperating teachers have a concern they can 
say it to me as well...But because of how I'm moving sometimes it's not easy for 
me to stop and talk to them. [Sometimes] during the process of observing a class 
they may come, and while we're observing we can talk; but the problem is that 
you don't see cooperating teachers very often. (Althea) 
As suggested in the excerpt above, another reason for the lack of collaboration 
between both parties is that there is no clearly established agreement about mentorship 
roles in the practicum, nor a culture of genuine collaboration between both groups. 
Consequently, some lecturers are ambivalent about how they should involve cooperating 
teachers in the process. The following comment by Tiara represents the view of some 
participants in this regard: 
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I have not seen it as my responsibility to assign work to teachers. So I've gone to 
the schools and-try to befriend cooperating teachers, and I try to foster a healthy 
relationship with them so they will see that I'm not the only person [assisting 
student teachers]; they can help too. But I don't say to them “Do this and do that.” 
I say “Give an eye, listen to what they are saying and if they need a word of 
advice please feel free to [do so].” But I think it could be more the responsibility 
of the college to say well, ‘cooperating teachers are being asked to evaluate and 
assess students and this is the form that they are to complete’ in a more formal 
way; because I could be stepping out of my bounds if I go and say “Do this and 
do that.” But there are times when I really do it, but I do it very tactfully. (Tiara) 
In the comments below Frank explains how he tries to involve cooperating teachers: 
... [I do] not have much opportunity to dialogue with cooperating teachers. I think 
when that happens is when certain things may warrant it. Say for example I am in 
a class observing and there is something very good or bad happening, I may call 
the cooperating teacher’s attention to it. And sometimes maybe a sixth sense 
might say to me: the cooperating teacher is in the classroom don’t let her feel left 
out... (Frank) 
Some lecturers in this study also observe that their teaching and supervisory 
practices conflict with those of cooperating teachers. This may be inteipreted as a reason 
for, as well as a function of, the lack of collaboration between lecturers and cooperating 
teachers. This point is reflected in Frank’s statement that: 
If you're not careful, teachers want the student teachers to adopt what they are 
doing, and you may find that their approach to teaching is not in keeping with 
what our student are exposed to in college, so you find a conflict. (Frank) 
In the excerpts below, Latoya and Grace shed further light on the point: 
Some of the teachers out there who are opposed to teaching music have a totally 
different approach to the way we are gearing the college students. In the nineties, 
the Ministry of Education brought out the ROSE curriculum and a [new] music 
curriculum was set out. Previously, people had been doing their own thing. Sad to 
say that despite the fact the ministry has a music curriculum, there are still 
teachers at the secondary level who are doing their own thing. For example when 
the college student goes into the school they will ask cooperating teachers: “Are 
you using the ROSE curriculum?” “No, me have di book you can use it if yuh 
want,” that sort of a thing. [Also], they go to school and the cooperating teacher 
says “Teach anything.” And I have always prepared them not to go in and accept 
the ‘Teach anything’; find out what is being taught. Discreetly ask about the 
ROSE curriculum and why it isn’t being used, and also make it known that you as 
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a student teacher will be required to follow the ROSE curriculum.. .(Latoya) 
I have met situations where the cooperating teacher takes the student's lesson 
plans and marks them up by making large long red lines through them and saying 
"This is wrong”; “Erroneous information”, and that kind of thing. Now this is not 
what we really expect, because the actual supervision in terms of lesson plans and 
so on, is really the responsibility of the supervisor from the college. And we are 
not suggesting that the cooperating teacher should not have anything to say about 
it. But you find some kind of conflict when the cooperating teacher does it, 
because many cooperating teachers have not had any experience guiding student 
teachers, and the way they approach correction is different from the way I 
approach it. (Grace) 
These comments reinforce the point that there is a significant degree of uncertainty about 
the role of cooperating teachers, and indicate the need for the establishment of a 
structured procedure governing the practicum. 
In light of this discussion, there seem to be two major issues at work. There is a 
culture of elitism in the system that does not encourage collaboration between individuals 
who are considered to be at different rungs in the system. Also, there is a neglect of 
student teachers in the sense that there is no evidence that the relevant authorities (i.e. the 
MOEY and the JBTE) are making efforts to establish clear guidelines for the roles of 
lecturers and supervising teachers in mentoring student teachers. The major conclusion is 
that not much attention is directed to improving the state of teacher education in Jamaica. 
At this point I will turn the attention to another issue that the participants grapple with as 
they engage with the complexities of their work as educators in the Jamaican teachers’ 
college system. 
Protecting the Integrity of the Practicum through External Assessment 
The external assessment of student teachers is an important component of the 
practicum in Jamaica. Two weeks before the end of the exercise, the JBTE organizes a 
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number of teams comprising UWI faculty, Ministry'of Education personnel, and 
representatives from other educational institutions as they see fit. These teams, along with 
a teachers’ college lecturer, visit student teachers in the early childhood, primary, 
secondary, and special education programs. In the case of the secondary course of study, 
external examiners observe only a sample, based on tentative practicum grades (letter 
grades) submitted by the colleges to the JBTE prior to the visits. This examination entails 
observing the student teachers teaching, and normally an interview of the candidate at the 
end. At the end of the assessment period, college lecturers and external examiners meet 
for moderation - that is, to compare external examiners grades with that previously 
submitted by the lecturers. This discussion normally ends with a mutually agreed upon 
grade, or in some cases, a reexamination of the student teacher. In this section I will focus 
on participants’ views about the role of external examiners, as well as on the issue of 
grading student teachers’ performance on the activity. 
Although the participants register some dissatisfaction about the conduct of 
external assessment, they overwhelmingly agree that it is an indispensable component of 
the practicum. Teachers’ college lecturers are adamant that an external examination 
ensures the trustworthiness of the program, as well as possessing an instructive value. As 
one participant argues: “I see external examiners as a sort of quality controllers in the 
sense that they give confirmation and validity” (Maria). Below Janice offers a thoughtful 
commentary on how her emotional connection with student teachers could compromise 
the integrity of the practicum if the process was solely administered by her: 
Very often you are too ‘genetically’ connected to your students and so there 
would be biases. I want my students to pass, and therefore my personal biases will 
come into play.. ..And so I see the need for the external input to maintain 
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objectivity. You need the external assessment to provide that level of objectivity 
[when] evaluating your students. (Janice) 
In accordance with the majority of participants, Janice highlights the risk of lecturers 
grading in favor of their students because of the relationship between both parties. The 
bias can also occur in the other direction if the relationship between lecturer and student 
is strained. As one participant suggests: “Differences might arise between supervisor and 
student that may prejudice how that supervisor would grade that student” (Norma). 
In the following excerpt, Beverly offers further rationale for retaining external 
examiners: 
I see the role of externals as necessary because we need an unbiased opinion to 
look at all the colleges. We have reasonably similar ideas, but there is no rubric 
which says this is what you do to get a B+ for the practicum. We have never sat 
together and written any guidelines about that... We have a rubric for marking the 
other exams but there is no such rubric for teaching practice performance. You 
need somebody outside to come and say, ok, let me see what this [college] “A” is, 
what that [college] “A” is, and what [it] is for that other college. Should I keep the 
grades? Should I change them? And so on. So I think that these individuals are 
necessary from that perspective. (Beverly) 
In the following comments, Tiara extends the point by commenting on how she perceives 
the process establishing standardization, and benefiting the college system in general. 
The profession can also benefit from the broad perspective that the externals bring 
to the practice. Because they have been to [College A],and they have been to 
[College B], they are able to compare what the [College C] students are doing 
with what the [College B] people are doing. I am not in a position to do that. So it 
helps us to establish standards, in the sense that we can know what an excellent 
lesson is from what is not an excellent one. (Tiara) 
In addition to the benefits of standardization expressed in Tiara’s comments 
above, other participants highlight further advantages of the external examination of 
practicum. According to Grace: 
There might be issues that you can’t see while working with your students, and so 
when other people look at what you are doing from a different perspective, [those] 
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become more visible. When you have somebody who is not emotionally or 
otherwise connected with your student or your institution, looking at what you 
and your student have been doing, [and] saying what they think could be 
improved and so on, I think that the process is useful. So I think it does help to 
have people who are not attached to your college in any way, looking at your 
students’ work and commenting on them. (Grace) 
In the comments below, Norma agrees with Grace and makes an additional point about 
the experience of lecturers: 
Externals are people with experience, and after the process they do point out to us 
some of the weaknesses that they observe....In addition to that, sometimes 
supervisors are young and inexperienced, particularly in these days when more 
and more young people are being employed to teacher's colleges... (Norma) 
Many participants, however, are of the view that teachers’ college lecturers are 
capable of doing the work of external assessors and should be given the opportunity to do 
so. According to Norma "‘There are very experienced college lecturers, and sometimes I 
do think that the colleges ought to be allowed greater autonomy.” Wayne supports the 
point in this way: “When the external evaluators come in they do pretty much the same 
thing that we have been doing in terms of the evaluation. They look for the same things.” 
Another participant even goes as far as suggesting that the current external examiners are 
unnecessary: 
I don’t see how effective they are...They only see the students twenty minutes to 
half an hour. The students could just perform on that day for them. And I think 
that the internal grade, our grade, is the more feasible grade because we have been 
seeing these students overtime. So I don’t think that external assessors are 
necessarily important. (Tanisha) 
But even if the services of the present external examiners were to be discontinued, 
who would perform this seemingly indispensable task? According to Latoya 
If we were to do away with external examiners, I think we would still need a 
second opinion. Students have to be given a final grade, and so I think we would 
still need somebody to give a second opinion in all cases...It could be somebody 
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from another institution because there is that little thing that when you have 
taught the student, you have a little bias. That's how I feel. (Latoya) 
In maintaining the prevailing view that the student teacher on practicum should be 
externally examined, Latoya presses the point that a colleague from another college, not 
of the same institution, could perform the task in lieu of individuals from the established 
quarters. And as Grace states: “It doesn't have to be people from the Ministry [of 
Education] and so on, but somebody else apart from you and your colleagues who do the 
teaching inside here.” In the excerpt below, she shares her experience working in the 
capacity of an external examiner. 
I had an experience this year [where] I was invited by the Joint Board of Teacher 
Education to be an external examiner for another college. Because I am in the 
system, and because there are certain things that I would like to see, I tried to put 
into practice some of those things. So at the end of the lesson I always had the 
students sit down and evaluate the lesson for me. I asked them why they did 
certain things that I did not agree with. I praise them for the things which I saw 
and liked, and they would bring their instructional material that they had used 
weeks before to show me because they couldn't display them in the overcrowded 
classroom, and based on that I could arrive at the grade that I gave.. .And actually 
when I went to the moderation it came out very, very well because people realized 
that this was a different approach. Maybe because I’m in it I have the advantage 
of seeing from the inside. (Grace) 
One criticism that participants have of external examiners is that they lack a genuine 
understanding of teachers’ college realities. Grace comments on the sensitivity and 
understanding with which she was able to undertake the role of external examiner, largely 
because of being intimately conversant with the teachers’ college experience. Hers is a 
compelling story advancing the argument that teachers’ college lecturers should play a 
major role in examining the practicum. 
Another issue that some participants raised in this study, concerns the 
longstanding practice of assigning a letter grade to student teachers’ performance on the 
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practicum. More participants expressed their continued commitment to this practice, 
rather than pursuing a pass/fail option. One reason some participants offer for their 
position has to do with the need for motivation and reward. For example, Jennifer 
believes that “If students know that they won’t get a grade, it may well prevent them 
from excelling and putting out their best...The grade motivates them to work harder.” In 
the extract below Beverly elaborates on the point: 
I think it is only fair to a student teacher to be given a letter grade, because there 
are some students who pull out all the stops and excel. In our department we have 
a trophy which we give to students who get A’s for teaching practice. They pull 
out all the stops, they are creative, and they excel. And I think we should 
recognize that. But you have some students who do not put out the effort, and you 
have to keep pushing them. You also have weak students who try their best, and 
you know that that is a student who is going to grow because the student has the 
attitude to work hard.. .They need something to work towards. So I think that 
students should be rewarded for their efforts... And if I were an employer in the 
schools, it would make a difference to me if you got a C or an A for teaching 
practice. So I think that in terms of fairness to the student as well as the 
prospective employer, you should go beyond a pass-fail description of 
performance. (Beverly) 
Maria builds on Beverly’s point: 
We live in a society where we like to rank. So if you really want to identify 
somebody, say to recommend for a particular job, or to be a resource person, the 
ranking is important. Since it is students’ final performance at college, and it’s 
their going out grade, it becomes important. If it’s an internal thing, like for 
second year practicum where you just want to know what to build on and so on, 
then for that level I would say pass/fail. But when it comes now to leaving 
college, you really need to have the letter grade to identify and to indicate the 
different levels of achievement. (Maria) 
Even though in earlier comments, some educators said that many student teachers did not 
seem motivated by grades, the above remarks suggest that it is important to provide those 
kinds of incentive. The educators’ stance however, also represent their commitment to 
ensuring credibility in the system, in light of what they perceive as negative attitudes 
demonstrated by many trainees towards teaching. On a broader level, the continued 
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allegiance to the grading practice might be indicative of the hierarchical mode inherent in 
the education system. 
There were some lecturers, however, who took a different view about retaining 
the practice of assigning letter grades to student teachers’ practicum performance. In the 
following comments, Jennifer wrestles with competing perspectives on the issue. 
I would be quite in favor of just assigning a pass or fail grade. Because it makes 
no difference in terms of (pause) well I supposed at certain points it might, 
because a school hiring a teacher might want to know how that person performed 
teaching a class. But it’s like they say, what do you call PhD or EdD persons who 
got B’s in their program? And the answer is “doctor”: they are all called “doctor.” 
They are called doctor whether they got B’s or A’s. But the prospect of getting the 
A’s really make some students strive, because you will hear them saying “I really 
want an A or “I don’t want lower than a B+”. One of the things I think the 
pass/fail grading would do though is cut down on the stress level. The whole 
assessment and grading, I find, is very stressful for many students. (Jennifer) 
In the excerpt below, Zack expresses ambivalence in the current status quo on grading: 
I don’t think the grades necessarily reflect what or how the students did. I’ve seen 
situations where students get for example a C for teaching practice and they are 
performing above that on their job... And I’ve seen persons who get an ‘A’ and in 
the actual sense they are the worst teachers...I’ve seen students who actually 
performed, just put on a show for the external examiners, and then they pass with 
an A. So giving a grade is not necessarily the right way of assessing a person’s 
performance. So I think a pass/fail grade would do just fine for teaching practice. 
(Zack). 
The discussion on protecting the integrity of the practicum suggests some 
interesting issues. In general, the participants consider external assessment of the 
practicum to be indispensable, which suggest some degree of lack of trust in themselves 
to carry out the process fairly. Even though there are some educators who are of the view 
that MOEY and JBTE examiners can be replaced by teachers’ college faculty, they still 
feel that such persons should not examine their own students. In addition, the 
commitment to grading the practicum might be indicative of the hierarchical or elitist 
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system that exists in Jamaican education system. Notwithstanding the foregoing 
discussion in this chapter and before, many educators in this study indicate that their 
pedagogical stance represents a challenge to traditional conceptions of teaching in 
Jamaica. I will conclude this chapter with a discussion on that claim. 
Challenging Hegemonic Conceptions of Teaching 
As I have observed and as some participants in this study have highlighted, 
teaching in Jamaica is largely characterized by traditional practices. These include rote 
learning and teacher-centered instructional approaches. Also, students’ experiences and 
local culture is not utilized in the teaching and learning process in any significant 
measure. According to the data in this study, the pedagogical practice of many 
participants, challenge these traditional conceptions of teaching. In the following excerpt, 
one educator explains his attempts to depart from conventional teaching methods: 
Traditionally we tended to use more behavioral approaches because we are more 
content focused. We believe that the only way you can be an effective teacher is 
to get the student to remember all the content, not to be able to apply what [he or 
she] learnt. This practice has impacted seriously on our students’ thinking skills. 
And I believe that this is a cultural thing. You notice from the Common Entrance 
to the CXC level it's the same thing; it's cultural...And I believe if we fix those 
problems we would reach a far way.. .1 start my students from the basics; giving 
them the opportunity to be able go through the material slowly; have them do 
independent research, and making presentations. ..So a common method that I use 
is to put them in groups, have them analyze a problem, come up with solutions, 
and present it to the class. The rest of the class will then critique and analyze what 
they did.. .1 find that they tend to think better that way than when I just give them 
assignments to go and do, and that’s it...I challenge my students and once they 
are challenged, I find that they change gears in terms of their thinking. (Zack) 
In the statement below, Maria comments on how she integrates Jamaican cultural 
forms in the learning experience as she seeks to develop self-confidence in her students. 
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In quite a lot of my presentations I encourage [students] to use drama and music. 
It's pretty fascinating to see how they interpret the content and express it through 
these local forms. I find that they are pretty creative once given the motivation 
and the stimulation. Jamaicans are a little bit timid to express themselves through 
the written form. So we get more participation when they express themselves 
through those mediums [drama and music]...And also, when they get a little bit of 
exposure they gain more confidence. People who were reluctant to respond in 
classes, you find them creating poems, creating songs, making up poems and 
putting them to music. And it adds interest too; instead of the monotony of the 
chalk-and-talk and the excessive note-taking which I abhor (laugh) and probably 
often criticized [for not doing]: “Miss you need to give us more notes." But I say, 
“This is not the stage for it, you should develop the skill of taking your salient 
points, go and flesh it out through your group discussions and your additional 
readings." (Maria) 
Maria takes into consideration the cultural dynamics at work in Jamaica and uses them to 
encourage creativity and self-expression among her students. She understands that her 
students are hesitant (and often challenged) to express themselves in Standard English; 
and she is fully aware that many Jamaicans are expressive through the arts. And this 
awareness guides her instructional decisions. Also, despite Maria’s students’ persuasions, 
she resists using traditional practices that characterized their previous schooling, as well 
as methods which an environment that lacks teaching and learning resources tend to 
encourage. 
The teacher is still largely perceived as an authority figure in the Jamaican 
classroom. Erica de-centers herself as such and gives her students agency in making 
decisions about their own learning. As she explains “...I always look at that past 
[colonial] system as controlling...And I was taught that way. But as soon as I learnt that 
that wasn't the right or effective way, I moved away and helped people to be independent 
learners." She further explicates her philosophy in one teaching strategy she shares with 
her students who are trained to be early childhood teachers: 
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Drama modes are different teaching strategies that you use to bring across your 
concepts. For example we have what is called ‘hot seat': I place you in a chair in 
front of the class, and you take on a character, as a teacher-in-role. Say you want 
your students to learn about earthquake or any disaster; as teacher-in-role you 
might have a table or so shaking; you might take on the role of mother, or be one 
of the students in the class or somebody else. You want to take on less powerful 
roles; you don't want them to see you as teacher over them at the same time. So 
you would say “I hear a shaking; that must be [an] earthquake! Wha’ yuh fink we 
should do?” Where should we go?” You don't tell them either; you ask them. So 
you have to negotiate with your students: “Where should we go?” And they may 
say “Run outside!” And you may say to them “Yuh feel we should run outside? 
Remember mommy said we should always stay under the door [jamb].” And they 
may say “No.” If they say no, give them a chance, let them do what they want to 
do, then at the end of the lesson when you evaluate it, you talk with your students; 
you say to them, “You see what happened?” ’Cause when you go in the role you 
may have taken on the role of a tree and fell on one of your students; or you throw 
an object, and they see what could have happened if it were a real earthquake... 
(Erica) 
In the comments below, Frank also promotes an equitable learning environment 
by removing himself as the all-knowing authority figure: 
I normally tell students that I have nothing to give them, because what we are 
going to be involved in is a shared experience. We are going to look at things, tear 
them to pieces, [and] rebuild together... So we try to engage in terms of sharing 
our experiences and try to find common grounds [and] differences and see how 
we can make them relevant... And in classes I normally play the devil's advocate. 
And to me if I should evaluate how that has been working so far, I think it has it 
ups and downs, because you have to interact with students of varying levels of 
abilities and different learning styles. You find that those who like to be in their 
comfort zone will find at the very beginning that I am a turnoff, but when they 
begin to let loose of themselves, in the end you will find that most of them, not 
all, will come around and say “Sir, we didn't like how you did that [at the 
beginning], but we really, really benefited, because you forced [us] to think.” 
(Frank) 
Frank sets the climate for open and independent learning by sensitizing his students to the 
idea that their experiences are just as integral to the learning process as his. He also 
rigorously promotes the development of critical thinking skills, which is an area that 
many of his colleagues agree needs attention. 
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Another educator, Janice, promotes what she refers to as “self-motivated 
learning” where students take active responsibility for evaluating their own performance. 
She also encourages them to make more demands of her and the system as a whole. 
I try to engage my students in a kind of self-motivated learning 
atmosphere.. .From time to time I have them assess each other as part of the 
overall grade. I say “Ok you have a group presentation to do, but I would like 
each person to assess another individual within the group.” I challenge them to 
take something from my class every time they come...and encourage them as 
much as possible to do well. I say to them “You are paying for it. Demand it. 
Make sure that when you come, you leave with something.”...And I also say to 
them “Challenge me; send me back to the books.. .Don’t take everything that I 
give you as gospel. Go check it out and come back with your questions; [and] let 
us have a discussion.” (Janice) 
Janice takes a bold step as an educator, as entreating students to challenge you is not an 
attitude that characterizes the Jamaican teaching culture. Grace extends that point in the 
following comments: 
I know that there are many classrooms where the students are expected to do as 
the teacher says and to say what the teacher says. Teachers in Jamaica by and 
large don't appreciate challenge from students. So I encourage [student teachers] 
to invite questions; and if their students come up with any questions that they 
cannot answer, I suggest to them to tell the students that “I am not sure about that 
one but we could research it together”, so that pupils understand that their teacher 
is human; although she is in charge and a step ahead of you, she is human too. 
(Grace) 
In the excerpt below, Morina zeroes in on the issue of questioning in Jamaican 
classrooms, raised by the previous participant. 
I look for the kind of questions that the teacher asks, and how the teacher 
encourages students to ask questions...I look out for that particularly because in 
the past, teachers were the ones who knew how to ask questions, and we never 
learnt as students that we could learn how to learn by asking questions. So I look 
out for how the teacher allows students to question each other...and how other 
students' responses are considered as important in the whole process... When you 
question [student teachers], they become very defensive. They don't see questions 
as a means of helping them. They see questions as a means of challenging their 
intellect [and] challenging their approach... (Morina) 
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Morina (as well as Grace) seems to be advocating for divesting the teacher of being the 
sole authority of questioning in the Jamaican classroom, and transferring some of that 
power to students in order to break the historical pattern. As she points out, posing 
questions in the classroom is historically the prerogative of the teacher, and student 
teachers develop a fear for, and a misunderstanding of the function of questioning. 
The pedagogical approaches expounded by the participants in this section 
represent a major departure from the oppressive and self-serving nature of British 
colonial education which to a significant extent continues to affect Jamaica even today. 
The conscious integration of local culture, the movement away from controlling 
practices, de-centering the teacher as the all-knowing authority, and encouraging students 
to question and challenge the process, are radical shifts that some educators initiate in the 
teaching-learning process. These testimonies represent great hope because the 
participants serve a population (student teachers) with whom they can share their 
intellectually liberating philosophy, and who in turn can continue the process with their 
students. 
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CHAPTER 6 
PROFESSIONAL CONCERNS: ECONOMIC SURVIVAL AND THE NEED FOR 
SCHOLARLY ENGAGEMENT 
In this chapter I present participants ’ thoughts and experiences regarding two 
professional concerns that seem to hold paramount importance to them. These are: the 
need for wage improvement; and the need and desire for engagement in scholarly 
research. Regarding the first issue, participants express their dissatisfaction with the 
salary which they argue is very low and not commensurate with the work they perform. 
Some talk about how they are affected by the problem, and divulge strategies they use to 
supplement their salary. With respect to lack of engagement in scholarly research, the 
educators express their need and desire to be involved in the process; they identify 
various reasons they are not involved; and outline what would inspire their participation. 
In discussing both issues, the participants juxtapose their experiences against that of UWI 
faculty. 
The Need for Wage Improvement for Teachers’ College Faculty 
The participants in this study all express dissatisfaction with their salary. The 
annual salary for Jamaican teachers’ college lecturers is between US $12,058 and US 
$20,10727 for the lowest to the highest paid. They compare unfavorably with UWI faculty 
whose lowest paid lecturer receives a significantly higher salary (US $29,032) than the 
top teachers’ college earner. Also, Jamaican teachers’ college lecturers’ wage is no match 
These quotations are converted from the JTA2002-2004 Salary and Benefit Claim for Public Sector 
Schools. The following is the starting and ending salaries for the different lecturer categories quoted in US 
currency: Asst. Lecturer 12.058-13,643: Lecturer 12.921-13.643; Snr. Lecturer 15.116-17,103: Principal 
Lecturer! 16.516-18.687; and Principal Lecturer2 17.771-20,107. 
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to that of a community college-8 instructor in the United States, who receives an average 
annual salary of US $52, 862 (Jaschik, 2005). To add insult to injury, Jamaica suffers 
from a very high cost of living. To illustrate, in 2005 the average price for unleaded 
octane level gasoline (87) was J $217.24 (US $3.52)-9 per gallon (Williams, 2005). In 
addition, the national minimum wage for the same year was J $2,800 (US $43.00) per 
week (Jamaica Information Service, 2006). This amount is US $1.07 per hour, calculated 
at a forty-hour work week, and pales in comparison to the US $5.15 on the books in the 
United States (U.S. Department of Labor, 2006). 
In light of these realities, it is not surprising that all the participants in this study 
declare that their pay is no motivation for doing their job. According to Erica: 
If I were to stop and look at my salary I wouldn't do my job. It’s really, really bad. 
As teacher educators our salary is way below par, and so we are having it very 
hard. My salary is finished even before the end of the month and I am not paying 
rent. (Erica) 
So what is it that motivates most educators in this study? According to Morina, “It is the 
commitment to human service and human development; that is what it is for me, not the 
meager salary.'’ Zack voices a similar sentiment: “What motivates me is when I see a 
student comes into my class and leaves with something...That is the only thing that 
encourages me to come to class and teach. The pay does nothing to me.” 
A major gripe that lecturers in this study have regarding their salary is that they 
are not fairly compensated for the work they perform. As Frank and Latoya argue in the 
following comments: 
I don't think how lecturers in teachers colleges are paid really equate the duties 
and responsibilities they have. For instance, when you compare say a college 
28 A community college in the United States is roughly comparable to a Jamaican teachers' college. 
29 The amount is calculated at J $61.80 to US $1. the exchange rate at the time. That rate has since move to 
J $65.00. 
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lecturer with a lecturer at the University, [I think] our teaching load is much 
greater and very, very, taxing; and I don't think it's factored into the salary 
equation. Because, as a lecturer, your weekly teaching contact hours is about 
eighteen, and that doesn't include supervision, time to meet with students, 
preparation time, assessment time, involvement in extracurricular activities, and 
that sort of a thing. So I don't believe that what lecturers are paid is anywhere 
reflective of the quality and volume of work we are asked to do. (Frank) 
I cannot be paid for the work that I do; cannot! For one thing I am required to 
devote an enormous amount of time in preparation and teaching. Also, I don't just 
stick to the eight to eight schedule; so sometimes I am here 'til nine-thirty looking 
at lesson plans, meeting with students and doing all sorts of other college related 
activities. So when I say I am not properly remunerated, I know what I am talking 
about. I am not just talking off the bat... [And] the salary that I receive for all that 
work just cannot cover all my expenses. (Latoya) 
One educator even questions whether her pay can be considered a salary in light 
of the job she is required to perform: 
I don't consider that I get a salary; I get a stipend30 (laugh) compared to the 
amount of work I do. For example I am an acting Principal Lecturer, and I am 
supposed to have twelve contact hours of teaching outside of the administrative 
work, but teaching doesn't happen like that. Because when you are assigned 
twelve contact hours, you are working like twenty-four hours! And I am not 
making this up. It's so because there is so much work to be done! And if you are a 
committed person, you spend all your time seeking about students' welfare. And 
so when I calculate the ‘stipend’ in US dollars, it doesn’t work out. I calculate [it] 
in Jamaican dollars, it doesn't work out; you look at it in relation to your bills and 
your financial commitments; the stipend doesn't work out! (Morina) 
In the comments below, a first time lecturer shares her misconceptions regarding 
compensation before she began teaching at the teachers’ college level: 
Every time I think about the volume of work, the lack of support, and the paltry 
remuneration that I receive at the end of the month, it is really de-motivating for 
me. When I was at the primary school, remuneration wasn’t much of an issue 
because I thought that as a primary teacher you just get a small pay, and if you 
want better you would have to move on... Now that I am at the tertiary level, with 
this volume of work to do, and I look at what I get at the end of the month, I am 
definitely not motivated. I am saying that at this level you should be getting more! 
When I left the primary school I was a senior teacher. Now that I at the tertiary 
level I am just getting four thousand dollars (US $65) more. Four thousand 
30 Although the word 'stipend' shares a similar standard definition as ‘salary’, in Jamaica, the former is 
largely interpreted as a ‘pittance’. 
109 
dollars! It doesn't make any sense to me at all. You have educated yourself to get 
more, and when you reached this level and you are not getting more, then what is 
there to motivate you? (Tanisha) 
Some participants take a more nuanced view of the salary problem. In the comments 
below, Althea raises the point about individuals being aware of the salary before entering 
the teaching profession: 
When I went into teaching I knew it was not the best paid job. I knew what I was 
getting into so my motivation is not money. I love teaching. I like to see when 
students achieve. I like to see them years after they’ve left school, doing 
something or getting into areas that they wanted to, and just being involved in 
things. The salary could be much better yes, but it’s not my motivation. I don’t do 
what I’m doing because of money. I wouldn't be in it if that were the case. 
(Althea) 
But as another educator states: 
I decided that I wanted to teach, but sometimes I feel that I am being penalized 
because of what I like to do. It’s not that I am not qualified to do anything else; I 
prefer to pursue this profession. However if you do, it seems to come with an 
unjust price. (Carol). 
Some educators also do not seem to pay close attention to salary as others do. 
Here are the remarks of two participants in this regard: 
I'm not even so sure if I can comment intelligently on salary because it's an area 
that I have not attached sufficient attention to. I have been paying more attention 
to executing my job. I only receive the salary and spend it; that's all I do. I think 
that's one of the weakest areas in how I relate to my profession. And I hope other 
lecturers are not like me...I've heard people attach lot of importance to salary; and 
what I notice now is that many lecturers have a number of little sidelines where 
they can scrape in a few pennies here and there. And although I could do with 
more pay, I am just not that concerned about it. (Tiara) 
...lam not really a salary person to be honest (laugh). Well, I never really get into 
the finer details of the thing like how some people can tell every last cent - where 
they move from that point to this point on the salary scale, and where they are at 
this point. I deal with the gross. So I know this is what I get and I don't know if I 
am at the top of the ladder, or where I am (laugh). But again when you think of 
what the job demands, especially when you compare yourself with others, you 
really should be getting more. But then again you have to think of the wider ambit 
in which you are operating. Think of the constraints of the country ’cause right 
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now we are on the MOU [memorandum of understanding], not because we want 
to be on the MOU, but because of the economic climate of the country. You 
have to restrain and so forth; you have to operate with the big picture. (Maria) 
In the exceipt below, Sharon adds her voice to the economic consideration Maria 
raises above: 
1 think there should be an improvement in the salary. And I really hope that it will 
be improved after the MOU has expired in '06.1 really wish I got more pay, 
because with the work I am doing, I really think I deserve much more. But 
deserving more does not necessarily mean that the state can pay it...You have to 
be practical and I keep saying to my students that we could get more pay, but 
what is going to happen after you get the increased pay? Do we want to get a 
hundred percent increase, and then you have to pay for the goods and services 
which would then be affected by inflation? So we also need to teach our students 
that the funds will have to come from some where, which will in turn cause 
inflation which is not a good thing for the country. (Sharon) 
Maria and Sharon draw attention to Jamaica’s economic circumstances and the macro- 
economic policies the government has implemented. Since February 2004, the 
government and the Jamaica Confederations of Trade Unions (JCTU), acting as 
'‘partners”, signed a document referred to as a Memorandum of Understanding (MOU) 
for the public sector. This decision resulted from the government’s and the JCTU’s 
judgment that “the country faces (a) A High Debt to Gross Domestic Product (GDP) 
ratio; (b) A large Fiscal Deficit; (c) Low Economic Growth; and (4) Low Employment 
Creation” (MOU, 2004/06, p.l). The two entities assert that the combination of these 
factors create an “unsustainable” economic path, and asked public sector workers to hold 
strain. As a result, the teaching fraternity signed an agreement to forego impending wage 
increases until March, 2006. This development, therefore, creates further economic strain 
on teachers’ college lecturers. 
Ill 
In light of the low remuneration that teachers’ college lecturers receive, 
participants discuss some profound ways in which they, as well as the profession, are 
impacted. This is how Latoya describes how she is affected: 
Coming up to payday when I'm setting up my budget is when I feel the pressure 
most; and it's very depressing. I become depressed even before I get the salary. I 
am getting eighty thousand [Jamaican] dollars [US $1, 290] but when I calculate 
the budget for the month I end with a figure of a hundred thousand. Right away 
there is a twenty thousand deficit so you have to say, ok, instead of three thousand 
dollars for the supermarket you have to work with two; this month I gxvine [going 
to] pay part of the telephone bill and next month I hope I can pay the rest, and that 
sort of a thing. That’s how you have to work it out to make ends meet. (Latoya) 
In the excerpt below, Grace provides a somewhat comprehensive description of the 
effects of the problem of low salary on the profession: 
I think that poor salary is one of the things that has impacted negatively on the 
teaching profession in Jamaica. Those who are qualified to go into tertiary 
education tend to see teaching as a last resort because the remuneration is very 
poor; very, very poor. I have been teaching for over thirty years and my salary is 
twelve hundred US dollars [per month]. When I look at what my salary can 
purchase, I don't think that at my stage I should have to be scrimping and scraping 
like this...There are also some people who are coming into the classroom in 
Jamaica today because conditions in the private sector are kind of tenuous now. 
They feel that if they become redundant from their jobs, they will be able to find a 
place in the classroom.. .And many of them are also thinking that if they have to 
migrate, they can get a job in a school in New York or London with the teacher 
certification...But the remuneration is nothing that will attract anybody in 
Jamaican schools. The teacher who leaves college at the end of three years gets 
about six hundred US dollars a month. What can he or she do with that? (Grace) 
Because of the inadequate salary they receive, many participants in this study 
report that they have to seek additional income to supplement their earnings. In the 
following comments Latoya and Grace (both single parents) attest to this reality: 
Personally, I need an additional income, so I try to seek part-time work. I do my 
own personal teaching on a Saturday. This has nothing to do with the college, but 
I have to do that ’cause my current salary does not give me enough to tide me 
over to the next payday. (Latoya) 
...Almost every lecturer at [this college] does something else. Some people teach 
part-time - they teach in high schools, evening programs, and there is this degree 
[program] that is coming on now, where some people do teach there and make a 
few extra dollars. And like me, I have been sewing for a long time and I earn a 
few dollars off that. But it's still scrimping and scraping for me. (Grace) 
Even though some participants earlier argue that commitment to their work is the primary 
motivation, Morina points out that that virtue is not sufficient: 
.. .Commitment alone cannot work. For me, it may not be difficult because I have 
put other things in place to offset my stipend. If I didn't have other things in place 
then I would not be able to survive. I have an additional job, plus my husband and 
I do a little real estate thing with our house... You really can’t live off 
commitment. (Morina) 
There are some lecturers who do not have an additional job or a business venture to 
supplement their earnings, they are assisted by spouses. For example, Tanisha explains 
that “I manage because of remittances from my spouse overseas; that’s the only way I am 
able to manage.” 
Based on the foregoing comments, many, if not most Jamaican teachers’ college 
lecturers have a very difficult time coping with their economic realities. There is a sense 
in which an injustice is meted out to them as the compensation for their work does not 
equate their responsibilities and efforts. This issue is another indicator of their unequal 
professional status at the tertiary level of education in Jamaica. In the upcoming 
discussion, the educators tell another story about an area in which they are virtually shut 
out - scholarly research. 
The Need and Desire for Scholarly Engagement 
As was raised in an earlier chapter, a major concern for participants in this study 
is the seemingly precious little research and writing taking place in education in Jamaica. 
The educators in this study express a strong desire to be involved in this critically 
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important scholarly activity, but they feel that they are not encouraged or supported in 
this regard. This discussion begins with participants restating the point that: “There is 
hardly anything local ’cause nobody is writing anything” (Althea). In the comments 
below Frank connects the problem to a general neglect in valuing the Jamaican cultural 
experience: 
We have very little to no local empirical information that our students can access 
in terms of making alive, in a national sense, what they are doing. We tend to 
draw heavily on North America. So you find that somebody doing language 
experience approach in reading in terms of visual literacy will be using material 
that they find in books written in the US. Look at our rich and varied experiences? 
Can you imagine how much could have been written in terms of our students’ 
language experience? I am yet to see somebody use the Jamaican dialect to 
meaningfully develop reading materials for our schools. We simply refuse to 
experiment with what we have. (Frank) 
There is also the recognition by many participants that the local material available 
in education emanates mainly from the scholarship of UWI faculty, and that teachers 
college lecturers need to engage in the process as well. As one participant notes, 
“Research is a worthwhile and beneficial effort, and we all as teacher educators should 
engage in it. It could be the springboard for writing books, papers, as well as supporting 
our teaching” (Carol). Althea’s comments below reinforce the point: 
I think more needs to be done by teacher educators in terms of research. There is 
very little happening, and it's only the people from the University that keep 
producing. And that is so because their job tenure hinges on them producing 
material. And of course they are facilitated by sabbatical or whatever they call it. 
But we as teachers college lecturers need to begin to write; we need to find a 
way.. .There are a lot of things going on in this country in education that we are 
not paying any attention to. For example, we really need to document our 
observations about what happens in the schools and our practice as teacher 
educators... (Althea) 
Although Althea concedes that she and her colleagues need to take up the mantle where 
research and writing is concerned, she acknowledges that they lack the support educators 
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at the UWI enjoy. This point leads to the issue of why teachers’ college lecturers are not 
more actively engaged in research activities, according to participants. 
Apart from the fact that teachers’ college lecturers do not have publishing as part 
of their job description, participants offer a number of reasons they are not otherwise 
engaged in the process. One major reason they identify is the lack of resources at their 
disposal. According to Carol, “You have the thought and you would like to, but in terms 
of finding time to research is really where the problem lies.” With regard to the time 
factor, Zack eloquently explains why it would be difficult for him to engage in research 
activities: 
I don't have the time to write because of the responsibility I have in terms my job. 
I start working at eight in the morning up until five in the evening, sometimes 
later. By the time I get home I probably have coursework and other things to mark 
before I sleep. Now you tell me what time would I be able to put together material 
to publish? It's difficult! Although you may accumulate material overtime which 
is worthy of publication, you just don’t have the time to put it together.. .If the 
college were to grant me time to research and write, I would produce. But if you 
are going to ask me to work from eight to five, and you don’t give me an assistant 
to help me to mark papers, which I have to do in addition to supervising students, 
act as a guidance counselor, do administrative duties, teach, all those 
responsibilities; it would be impossible for me! (Zack) 
The other important resource factor hindering research work among educators is 
the lack of funding. As the participants report, there is no funding available in the system 
for teachers’ college lecturers to draw on for this purpose. In fact, as Althea points out: 
... You have to be prepared to spend your own money to do all the necessary 
footwork and finally put it together, and come up with whatever it is you are 
going to do. [For] my own small research that I’ve done for presentations at 
conferences, it’s all my own money that I’ve used to do everything. You have to 
be prepared to do that because the funds are just not there for you to get like that. 
It just is not there. (Althea) 
It is a difficult sacrifice for teachers’ college lecturers to fund their research 
activities especially in light of the fact that their salary is so small. And even if lecturers 
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manage to carry out a project that they share at a conference, they still face the problem 
of funding if they wish to publish their work as a book. Wayne comments on this reality 
below: 
I think one of our biggest problems locally is that even if you actually do the 
writing you still need to find the money to publish what you write. And we are not 
in the United States where in some cases a publisher will actually take on funding 
the publication initially and so forth. We don’t have that kind of support 
here.. .There is a greater opportunity at the University of the West Indies where 
lecturers have special grants and sabbatical to assist them to write and publish. 
We don’t have those privileges at the teachers’ college level. (Wayne) 
Another prominent reason that educators offer for their lack of involvement in 
research and writing is that they are a product of an oral society that has not yet 
developed a culture of writing. One participant put it this way: “I don't think we have yet 
become a writing society. ..We haven't gotten into that type of culture and mode where 
we find time to write.” (Norma). Another participant agrees by saying: “we come out of 
an oral tradition where we don't like to write. I am guilty of that too because I and others 
tend to talk about research without any follow-up action” (Frank). The inactivity that 
Frank talks about is reflected in Althea’s statement below: 
An area that I think is lacking, for example, is cricket. I've been trying to find a 
cricket book that deals with drills for the different skills and I can't find any. We 
do well at cricket in Jamaica and there are lot of coaches and people around who 
have played the game and have done well, but nobody put anything down on 
paper. Everything is in their heads.. .And we have lost so much of our valuable 
experiences because people die and go with all of this knowledge. We have been 
trying for example, to get one particular individual to write something down but 
nothing is done. He has been given a tape recorder where we say, ok since you 
don't have the time to write, talk in there and then we will do the writing. And we 
have been suggesting to persons to go and interview him, but it still hasn't 
happened yet. (Althea) 
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Althea’s comments imply some degree of culpability on the part of teacher educators 
regarding the plight of knowledge construction and retention. In the comments below 
Grace is more direct: 
.. .1 blame us also as teacher educators for this inadequacy because we have not 
really sought to document our experiences and preserve the things that we leant 
out there.. .1 believe that there is so much we could do because we have learned so 
much. Even if we were to document our experiences on teaching practice, that 
could form a good body of research. We don't document our experiences enough. 
We do some of it. but we don't document enough [for it] to be more meaningful 
and far-reaching. (Grace) 
Tanisha echoes Grace’s point below as she comments on her experience both as a 
classroom teacher and now as a teacher educator: 
There are so many best practices here in Jamaica, but what happens to [them]? 
We just do and don’t write about them. And I blame myself too for that, because 
you engage in these practices but you don’t record them. So we end up not having 
anything written that people can look at and learn from. And I am sorry that I 
didn’t start documenting things from when I was [teaching] in the primary school. 
I would have a book by now. There are a lot of good teachers who are doing so 
well but [their experiences] are not recorded. And we look abroad, take what they 
have, and use it when we have even better things happening here, but there is no 
record of it...We are not a nation of writers and readers. We are not ‘culturalized’ 
to write. If we were ‘culturalized’ to write, probably next semester when I find a 
best practice I would immediately go and document it. But because I am not 
culturalized to write I am not intrinsically motivated to put it on paper. (Tanisha) 
Participants also advance the theory of dependency syndrome among the reasons 
for their disengagement with research and writing. They identify at least three levels that 
this dependency exists. First, as already established and extensively discussed here and in 
preceding chapters, a dependence on foreign sources is one level of the problem. A 
second level is a dependence on the work of the UWI faculty. And the third level of 
dependency is teacher’s college lecturers looking to their colleagues to initiate the 
process. 
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In relation to the issue of teachers’ college lecturers relying on the scholarship of 
UWI faculty, Frank makes the following comments: 
...We don’t seem to see teacher education as our full responsibility. We tend to 
leave research to the people at UWI, because they are the ones doing it, and they 
then issue their findings to us. So we have a dependency syndrome - we seem to 
take comfort in the knowledge that somebody else is going to do it. And we are 
always there waiting with our out-stretched hand. And even sometimes when we 
get materials from others, we are critical of them but we don't do anything about 
it. [For instance] there is a new course in education where some literature came 
down with it, and when the lecturers begin looking at the literature it was so 
divorced from the course, and yet none of us so far has presented anything to 
counter it. (Frank) 
With respect to lecturers’ dependence on other colleagues to initiate researching and 
writing, Erica has this to say: 
We are very complacent and we always look at each other [saying]: “Somebody 
needs to start; that one needs to start.” And nobody is moving. I think that has 
always been our problem, not just in teaching but in many other areas in this 
country...We are the type of persons who don't want to take on things on our 
own. We rely a lot on other people. (Erica) 
The fact that findings from local research are rarely put to use is also a reason 
some teachers’ college lecturers advance, for their inactivity in research and writing. 
According to Tiara’s and Janice’s take on the problem: 
.. .Not much importance is attached the findings of research either. You do 
research and they remain on the shelf forever. It's of no benefit to the individual 
himself nor to the society - because no use is put to it...If you're researching and 
it won't serve any significant purpose, why bother to spend your money which 
you don't have anyway? So if [your work] was being valued, I think more 
persons would be motivated... (Tiara) 
...Sometimes investigation done here in Jamaica is not of much significance 
because after the research is complete there is hardly any follow-up in terms of 
correcting the problem for which the research was done. And this is mainly 
because of economic constraints. And so many people scoff at research and ask: 
what's the use? Even if you find the answer, how are we going to correct it? We 
have no resources to implement the findings anyway. And so people don’t bother 
to waste their time and money. (Janice) 
How the research activity is perceived and the nature of the process, are also 
significant factors influencing involvement. As Tiara observes: 
Many people are very timid to do research because most of us are of the view that 
it's a very technical thing. And research is technical to a point yes, but I think 
many persons have blown this technicality out of proportion. What you are doing 
here (referring to my interview) is research because you are brainstorming my 
experience. But I don't know how many people feel that this type of research is 
authentic. If you go and say I said, much value wouldn't be attached to it by some 
persons because I may not be considered an expert in the field...Some people 
consider research too tedious - something you have to do over a long period of 
time and which involves a lot of statistics. So when you consider the amount of 
time you have to do it, most persons do not have the kind of patience for this kind 
of [activity]. And some feel it involves extensive reading; (whispering) many 
persons don't like to read. And the writing that's involved! Many of us will write, 
but the extensive writing? These are some the difficulties I see with research. 
(Tiara) 
In addition to the major point that research is a wholly engaging enterprise, Tiara raises 
two particularly telling points in the Jamaican context. The first is that research might 
still be perceived by many in a largely quantitative light. The other is the attitude to 
reading and writing - which are critical activities to scholarly endeavors. Wayne 
comments further on these points: 
.. .And then too we have to face it that a lot of our people don't like to research - 
reading and writing are the kind of things from which a lot of our people shy 
away. They shy away, not because of lack of competence, but because of the 
amount of work that is involved in writing a quality textbook; not just putting 
down a few ideas on paper, but writing something that can rank with anything 
else out there. That's part of the problem, because to write a textbook is a lot of 
work; a whole lot of extensive researching, reading and writing! (Wayne) 
In the discourse on the problem of research and writing in Jamaica, some 
participants also address the question of what would motivate them to get in involved in 
the process. As alluded to above, most educators who talked about this issue believe that 
if they are going to be motivated to engage in researching and writing, they need to be 
granted special leave for that purpose. As Althea succinctly put it: 
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.. .1 think we need to be encouraged to begin to write. But a system needs to be 
put in place for-that kind of encouragement to begin; whether it's going to be 
some kind of special leave situation specifically for that purpose or something of 
that nature. (Althea) 
Zack supports the point in his comments below, as he shares his experience: 
.. .1 feel guilty myself because [recently] I went on vacation leave31 for eight 
months, but because of my financial situation I had to look for another job to do 
during my leave. I definitely could not use that time to write although I would 
have liked to.. .The first thing I think we have to do is to create some kind of 
incentives for lecturers who want to write. If you give lecturers one or two years 
sabbatical to research and produce a book, and they know that they still have their 
jobs, or that what they are doing is actually part of their jobs; that would be one 
way you can ensure that they actually write. (Zack) 
Zack returns to the issue of the low salaries that teachers’ college lecturers are paid and 
how that affects their ability to engage in scholarly interests if they were to shoulder them 
single-handedly. His comments also support my observation that most teachers’ college 
lecturers I know use their vacation leave to secure additional earnings. This is a period I 
often thought could be used by educators to pursue scholarly work. 
Since there would be little or no guarantee that lecturers would devote vacation 
leave to research work, there would perhaps need to be a rewriting of their job 
description. In other words, the establishment of a policy requiring all (or some) 
educators to produce scholarly work as is the case at the UWI and other tertiary 
institutions worldwide. This proposal is expressed below in the comments of one 
educator: 
At the University of the West Indies you are forced to get involved in research 
activities. In fact it's part of your job description that says you must be engaged in 
research. We do not have that at this institution where you are mandated to 
produce any research material. Yes, it is mentioned from time to time that it 
would be good for us to do so, but it is not followed up.. .1 feel that it is 
unfortunate and something should be done about the situation. And so I think we 
31 Every 5 or 10 years Jamaican teachers college lecturers are entitled to 4 or 8 month paid leave, 
respectively. The teacher is entitled to the latter if he or she did not take the leave after 5 years. 
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need to institute some kind of policy where we are expected to do some research. 
(Janice) 
But even if a clear policy is not established for teachers' college lecturers to 
engage in research, there needs to be some leadership or some community to initiate and 
direct the activity. So say two educators in the following comments: 
.. .1 find that almost every process has to be led. People don’t just pick up things 
and do them. They need to have the process led by some organization or by some 
group. For example, the Ministry of Education could establish a section that deals 
with research activities in teachers' colleges. They could do that, and that way I 
am sure some people would be more inclined... (Grace) 
.. .If we start some association - say a group comes together, and people know 
that, yes, this is the group that we meet with, I think we would be more motivated. 
Because since we are the type of persons who don’t want to take on things on our 
own individually, forming a group somewhere, organizing some forum where you 
know somebody is charge, I think we will be more inclined to get involved in 
research. (Erica) 
If the voices in this study represent those of Jamaican teachers’ college faculty, 
then there is an expressed need and interest by this community to engage in scholarly 
research in education. The participants pointed to a number of reasons for their lack of 
participation in this activity, but it is chiefly the lack of support that seems to affect them. 
The argument may be advanced that Jamaican teachers’ colleges are not research 
institutions. But why are they not? Do they occupy an inferior position in relation to the 
University of the West Indies where faculty are supported to conduct research? In 
addition to their academic training and professional experience, need and interest are 
important ‘credentials’ that teachers’ college lecturers express that they possess to 
participate in this activity. In a fair world, logic would suggest that they be encouraged 
and supported to contribute to the coipus of knowledge in that aspect of the field to which 
they have most authority - teacher training. However, it would seem that the inequity that 
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characterizes the two-tiered system of education in Jamaica continues to be an obstacle to 
such progress. In the upcoming chapter seven I conduct broader analysis of the issues 
aired by the participants in this, as well as those in chapters four and five. I try to link the 
major themes from the data to themes from the history of educaiion/teacher education in 
Jamaica; the literature on teacher education in developing countries; and postcolonial 
discourse. 
CHAPTER 7 
COLONIAL RETENTIONS: THE PROCESS OF LOCKING JAMAICAN 
TEACHERS’ COLLEGES INTO POSITIONAL INFERIORITY 
My primary intention for exploring the experience of Jamaican teachers’ college 
lecturers was to deepen my understanding of the complexities involved in their work as 
teacher educators in post-colonial Jamaica. In pursuit of this objective I conducted in- 
depth interviews with educators who are in the trenches of teacher education in the 
country. In chapters 4, 5 and 6, I presented the educators’ voices which compellingly 
described issues that indicate to me, nine significant themes in their experience teaching 
in Jamaican teachers’ colleges. These themes not only enlightened me about the work of 
teachers’ college lecturers, but led me to what I hope are deeper insights about the status 
of teacher education. 
Therefore, in this final chapter, I further explored the deeper meanings that six of 
those themes reveal to me about the status of teacher education in Jamaica. This 
discussion engages how my findings relate to the history of colonial education in 
Jamaica, the literature on teacher education in post-colonial countries, and particularly to 
postcolonial discourse. Based on this examination I conclude that there are profound 
entrenched colonial impositions and retentions that continue to affect the status of 
Jamaican teachers’ colleges as legitimate tertiary institutions. I begin the discussion by 
examining the seemingly uncritical embrace of the English language, as indicated by the 
absence of a nuanced reference to it in the concern that participants raised about the 
academic preparedness of teachers’ college entrants. 
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The Uncritical Embrace of the English Language 
One of the contextual themes in this study highlighted two major concerns that 
teachers' college lecturers have about their students: their apathy towards the teaching 
profession; and their educational under-preparedness for the program - particularly, 
deficiency in the English language. It is the latter issue that I focus on in this analysis, 
since I perceive it to have a deeper ideological significance, than the former, to our 
existence as a post-colonial state. This is why it struck me that while the educators 
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legitimately lament their students’ deficiency in English, they fail to expand the discourse 
5 
to engage the fact that this language is an imposition and not genuinely part of the lived 1 
* 
consciousness of least ninety percent of Jamaican students. This indicates to me that there ■ 
) 
is an uncritical acceptance of the English language in Jamaica, even by teacher educators. ) 
The problem with English and literacy among aspiring teachers has been evident 
n 
i* 
since the establishment of teacher education in Jamaica in the 1830s. Although many ! 
) 
) 
Normal School students were as old as their tutors at the time, they were considered to be I 
if 
illiterate (Whyte, 1983). And as highlighted by the pupil-teacher examination inl887, j 
,1 
there was a lack of competence in the English language (D’Oyley & Murray, 1979). Over , 
a century and a half later, as foregrounded in this study, the problem persists. To verify 
this claim, I recall the comment of two participants: 
The main problem that I find with teaching education courses is language. Some 
[students] have difficulty expressing themselves, because the [Creole] tends to 
interfere with how some of them express themselves. You know what they are 
trying to say but it is not coming out clearly. What I refer to as basic grammar is a 
problem... [Many] things are lacking in their background knowledge in English 
and it makes it difficult for them to express themselves [both] orally and written. 
(Althea) 
You have some good students, even brilliant ones, but then there are some who 
are quite weak, especially in terms of English language expression [and] 
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grammar; and you really wonder how they got into teachers’ college. You really 
have to wonder how they got here. (Jennifer). 
The quotes above describe the general state of English among teachers' college 
entrants as perceived by most participants in this study. There is no doubt that as 
educators we should be concerned about deficiencies in English; but how we think about 
redressing the issue is also an important matter. Therefore, I wish to underscore two 
important points: (1) In light of the central place of English in the global context, 
proficiency in the language is critical for economic survival; but (2) As a post-colonial 
society, critical examination and contextualization of the English language in the 
Jamaican experience, is an imperative for socio-cultural survival. 
The problem of English is critical in formal education for a number of interrelated 
reasons. First, the degree to which trainee teachers will benefit from their program - 
which requires them to think and express themselves in English - will be handicapped in 
some way by their deficiency in the language. And so many are likely to exit the program 
not fully benefiting, thus entering the classroom with less than they could potentially 
offer their students. Second, teachers are relied on to improve the English language and 
related skills among their students. For example, because many Jamaican children have 
little exposure and practice with English outside of school, teachers are not only expected 
to teach language skills directly, but model the language. Pollard (1995) underscores the 
point in stating that: “In a society where Jamaican Creole is the language of the street 
and, frequently, of the home, the classroom is sometimes the only place children hear 
English more or less consistently” (p. 98). There is little doubt therefore, that because of 
how our formal system of education is structured, proficiency in the English language 
among trainee teachers is profoundly important. 
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Another important reason we should be concerned about the state of English in 
Jamaica, is the fact that it is the primary language for economic, political and social 
survival in the global marketplace. As one writer put it: “[The] English language is a tool 
of power, domination and elitist identity, and of communication across continents” 
(Kachru, 1995, p. 291). If our teachers lack the ability to play their part in equipping the 
nation with the language acumens to interpret and interact with a world created by the 
imperial powers, Jamaica will descend into further destitution and dependence. This 
brings me to the central point of this discussion - the uncritical embrace of English and 
the need to critically unpack and contextualize the language in post-colonial Jamaican 
society 
I find it a duty to point out here that the English language is a British imposition 
in the same sense that the education system is. It must not be forgotten that blacks were 
hauled to Jamaica from different regions of Africa speaking different languages. By the 
time of emancipation, they, of necessity, spoke a creolized language with traces of their 
mother tongues, but which is lexically dominated by their colonial master’s. Although 
English is the official language of the country, the vast majority of Jamaicans even today, 
do not speak the standard language outside formal settings. This is largely true for 
members of the lower middle and working classes from which the overwhelming 
majority of teachers’ college students come. Therefore, the language experience of 
Jamaicans is significantly different from a Briton or a European American whose 
everyday language in most cases, is English. Furthermore, the majority of black 
Jamaicans find Creole utilitarian in most of their everyday interactions, and many from 
the working class still have not developed oral competency in English. 
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Notwithstanding the scenario I just described, English is treated in Jamaican 
schools as the learners’ natural language, and therefore not taught as a second (ary) 
language, which it is in the day-to-day reality of the overwhelming majority of 
Jamaicans. Other writers have tirelessly argued for English to be treated as a second 
language in Jamaican schools, and for Creole to gain some instructional agency in the 
classroom (Robert Le Page, Hubert Devonish, Lawrence Carrington, Dennis Craig, 
Beverly Bryan, Carolyn Cooper, and Velma Pollard, to name some). However, they have 
met stiff opposition from those who have yet to appreciate the pedagogical logic of that 
discourse, and those who seem vested in maintaining the status quo of English in the 
society. I think, however, that the view advanced by the authors mentioned, is widely 
misunderstood by opponents whose central argument is that Jamaicans are already 
proficient in Creole and there is no point teaching it, and English is what needs to be 
taught. Proponents of English as a second language do not advocate teaching Creole; 
instead, the suggestion is that we take advantage of its pedagogical value, as well as 
situate English in its proper perspective - that is, as an imposed language which is not the 
natural medium of communication for most Jamaicans and that it should be treated as a 
second language in schools. 
Therefore, there needs to be an engagement about the English language and its 
colonizing effects in order to remove some of the destructive power that the language has 
over post-colonial subjects like Jamaicans. An uncritical culture has evolved in Jamaica, 
where fluency in English is a significant marker of intelligence, and people are judged, 
separated and victimized accordingly. As recently as 2006, a primary objection to one 
Jamaican prime ministerial candidate was not her gender, but the perception that she was 
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not a master (or mistress) of the English language as were her opponents who had 
attended elite British-modeled secondary and tertiary institutions. It is in light of such 
realities that I concur with Altbach & Kelly (1978) who in critiquing the domination of 
the colonizers’ language, state that: 
The use of a European language in the educational system almost immediately 
creates a kind of caste system of those who know that language and thereby 
qualify for prestigious and remunerative positions. Upward social mobility is 
effectively limited to the minority speaking the metropolitan language, (p. 12) 
The above statement describes an attitude planted by the British during their 
imperialist expansion, and which I believe, the Jamaican school system has effectively 
nurtured. As such, the education system has done the vast majority of Jamaicans a 
disservice by not providing a critical context to the English language. Hence, students are 
not sensitized to the historical, social, and political significances of the language. I 
believe that engendering this social consciousness could translate into greater respect 
among Jamaicans for fellow citizens irrespective of social position. So while it must be 
acknowledged that English is necessary for survival in a “globalized” (or Westernized) 
world, the education system must sensitize Jamaicans to understand that this language 
was (and still is) an instrument in the exploitive and oppressive agenda of imperialism. 
As one postcolonial theorist so eloquently frames it: 
The hegemony of the English language has frequently been justified by its 
international importance, particularly its use in international, technological and 
industrial communication. But those who support it forget that its presence in the 
world today is the result of imperialism and colonialism. (Nekhwevha, 1999, p. 
502) 
I am of the view, therefore, that if our students understand their relationship with 
English - its instrumentality in a capitalist world, as well as the deeper meaning it has for 
them as descendants of former enslaved and colonized people, then they will ‘conquer’ 
the language. And as Rushdie (1992) put it: “To conquer English may be to complete the 
process of making ourselves free” (p. 17). In commenting on the status of language in the 
African American community, Smitherman (1983) aptly captures my overall sentiment in 
stating: “We might recognize the functionality of standard English while simultaneously 
acknowledging its limitations for us as people” (p. 23). In other words, if we can remove 
the power that English has over us as a people, and perceive it in light of its economic 
instrumentality, then we will take advantage of its power. In order to do this, however, 
we must also understand that the awe we have for English should not be how we can 
approximate Britain - the ‘standard’ as in ‘standard English’ - but be wary of the 
awesome influence that imperial powers continue to exert on our society through the 
English language. 
The status of teachers’ colleges in relation to the UWI continues to be influenced 
by colonial retentions such as the English language and what it embodies. That is why, 
while it is our professional duty as teacher educators to insist on proficiency in English 
among trainee teachers, it is also our socio-political responsibility to recognize our 
collective predicament as a result of the dominance of an imposed language, and 
contextualize students’ language deficiencies in that light. As teachers' college lecturers 
we must be particularly vigilant in this regard in order to recognize the inequitable 
position that the teachers’ college holds in relation to the UWI, based in part, on the 
difference in English language competence between students who attend both 
institutions. 
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Government’s Tepid Commitment to Teacher Education 
The woeful inadequacy of instructional resources that teachers’ college lecturers 
lament in this study may very well be a reflection of the economic state of the country. 
However, I believe that this situation is partly indicative of the Jamaican governments’ 
tepid commitment to teacher education. The participants, who represented five of the six 
teachers’ colleges, relate a dismal story in relation to access, availability, and quality of 
instructional materials and facilities available to them. For example, they described 
teachers’ college libraries as not only deplorably inadequate, but noted that much of the 
printed material lack local currency. In addition, the lecturers report that basic electronic 
resources and support such as audiovisuals and photocopying services are also seriously 
wanting. These resources are absolute essentials in the twenty first century if teacher 
education is to be efficient, effective and relevant. Not withstanding the harsh economic 
realities of Jamaica, these findings indicate to me that there is lack of commitment on the 
part of government to support teachers’ colleges in a meaningful way. 
In light of the experiences related by the participants, it would appear that little 
has changed since colonial times regarding government’s attitude towards teacher 
education. During colonial times “teacher education was not a high priority item for the 
plantocracy” (D’Oyley & Murray, 1979). Recall that, teacher training institutions were 
established to train the offspring of the formerly enslaved blacks to become teachers to 
serve that population - not the white and brown class. As such, the colonial government 
cared very little about teacher training and hence left it up to the churches. It was not until 
13 years after emancipation that government took an active role in teacher education 
when they started a Normal School of Industry in 1847 to train male teachers in 
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agriculture (D’Oyley & Murray, 1979), a rather strategically self-serving move. 
However, that attempt, plus two others failed until a permanent institution3- was 
established by the government in 1885 at the behest of the missionaries, for a women s 
college (D’Oyley & Murray, 1979). It is not clear from the literature why the two 
institutions failed, but a likely reason is that they were not sufficiently supported by the 
colonial government. I have not found much in the historical account either to comment 
definitively on the resources available to teacher training institutions then, but based on 
the poor conditions of elementary schools (King, 2003; Turner, 2001) which were under 
the same management of the churches, it is reasonable to assume that these institutions 
had little in terms of material support. And according to the findings in this study, 
today’s teachers’ colleges are still starved for resources even though they operate in a 
post-independent state. 
I hasten to acknowledge, however, that unfavorable economic realities facing 
Jamaica adversely affect the provision of resources for teacher education. After Jamaica 
lost strategic value to British imperialist expansion, the country was abandoned and 
relegated to the status of a Third World state. The local administrators have never been 
able to stabilize the county to a point where it could effectively compete with the imperial 
powers who continue to control the bulk of world resources. Consequently, Jamaica 
remains in a constant struggle to meet its economic and social demands. Like any other 
society, Third World or industrialized, Jamaica has to provide roads, water, health, 
education and other crucial services for its citizens. The cost of providing and 
maintaining such services increases frequently in a capitalist driven environment, where 
industrialized countries tighten their hold on the world resources; and countries like 
32 Shortwood Teachers’ College which is still in existence 
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Jamaica are forced to pay more in order to survive. It must be appreciated therefore, that 
the Jamaican government would experience difficulty to furnish educational institutions 
with resources. 
Nevertheless, I am not convinced that the Jamaican government truly regards 
teacher training as an important priority that requires meaningful material support to 
function effectively. I am not arguing here for government to provide cutting edge 
resources that can only be afforded by First World nations; rather I refer to basic 
materials and equipment that the participants in this study so eloquently explain are 
inadequate or nonexistent. There are creative ways that resources can be procured and 
shared if we are deeply committed to exploring such possibilities. If we are to unshackle 
ourselves from the predicament in which we find ourselves as a nation, government needs 
to be much more committed to teacher education. Our leaders must appreciate that if 
teachers’ colleges are neglected, especially in the ways described in this study, then the 
capacity to prepare teachers who will make a significant difference in the life of the 
nation, greatly diminishes. We have to engage education differently, not as an avenue the 
privileged uses to achieve the good life, but as a mechanism that is geared towards 
empowering the nation as a whole. This latter point segues into another that I would like 
to introduce - the dearth of local written material and the reliance on foreign text. This 
point is relevant here will also be readdress later as it pertains to another topic. 
The twin problem of paucity in local written material and a heavy reliance on 
foreign sources, highlighted by the findings, challenges the degree to which the Jamaican 
government is serious about supporting national intellectual growth. To recall one 
participant’s comments: 
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... We have very little to no local empirical information that our students can 
access in terms of making alive, in a national sense, what they are doing. We tend 
to draw heavily on North America. So you find that somebody doing language 
experience approach in reading in terms of visual literacy will be using material 
that they find in books written in the US. Look at our rich and varied experiences? 
Can you imagine how much could have been written in terms of our students’ 
language experience? 1 am yet to see somebody use the Jamaican dialect to 
meaningfully develop reading materials for our schools. We simply refuse to 
experiment with what we have. (Frank) 
It is quite troubling that, like many other post-colonial societies (Lewin & Stuart, 2003; 
Mayumbelo, 1999; Coutinho, 1992), Jamaica has not relinquished its heavy dependence 
on foreign knowledge base after almost fifty years of independence. It is understandable 
that since education was established by the colonial powers, the system would have relied 
on their knowledge initially, but it has troubled many observers that there has not been a 
significant shift from that dependence. For example, even as early as 1922, Under 
Secretary of State, Major Wood, commented on the fact that Jamaica was too dependent 
on English publication and urged the preparation of local material in History, Geography, 
Hygiene, and Gardening (Whyte, 1983). Today, over eight decades later, the Under 
Secretary’s concerns still have strong resonance. While the educators in this study 
acknowledged that there is some noticeable change at the lower levels of the education 
system, teachers’ colleges today have yet to benefit in any real sense from local 
scholarship. This problem must be rectified if teacher education is to have societal 
significance and relevance. 
While it is prudent for all societies to learn from others, Third World societies in 
particular, must recognize that they remain victims of imperialism and neocolonialism 
because of their heavy reliance on Western knowledge. As Altbach (1995) asserts 
“Neocolonialism can be quite open and obvious, such as the distribution of foreign 
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textbooks in the schools of a developing country” (p. 452). The Jamaican government 
must, therefore, guard against being an unsuspecting partner in neocolonialism. It can 
alleviate this unflattering role by providing the resources to generate local knowledge and 
facilitate the empowerment of teachers’ colleges with culturally sensitive material. 
Improvement in the status of Jamaican teachers’ colleges depends a great deal on 
the improvement of government’s attitude in terms of providing them with the necessary 
resources. If these institutions remain materially ill-equipped it retards their capacity to 
provide experiences that will prepare teachers who can make a positive difference in a 
failing education system. Consequently, if teachers’ colleges are not positioned to make 
this difference they are unlikely to have the prominence and presence of an effective 
tertiary institution. This situation peipetuates the perception that the Jamaican teachers’ 
college is not a legitimate tertiary institution; hence, it continues to occupy a space of 
positional inferiority to the UWI. 
The Disrespect for Teachers’ College Lecturers’ Grounded Knowledge 
The primary work of training Jamaican teachers is performed by teachers’ college 
lecturers, but their experience gained from doing so seemed to be largely disregarded. 
Lecturers recruit prospective teachers, instruct, supervise, and share in their assessment 
and certification. The point is, virtually no one else is so deeply involved in, and 
understand the complexities of teacher education better than teachers’ college faculty. 
However, teachers’ college lecturers contribute very little to the scholarship on teacher 
education in Jamaica. According to the findings of this study, all participants consider 
research to be valuable and twelve feel that it should be a part of their responsibility. As 
one participant remarked, “Research is a worthwhile and beneficial effort, and we all as 
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teacher educators should engage in it. It could be the springboard for writing books, 
papers, as well as supporting our teaching'’ (Carol). However, in spite of this high level of 
consciousness and desire among many participants, teachers’ college lecturers are largely 
left out of this important academic activity. 
The virtual non-involvement of teachers’ college lecturers in scholarly research is, 
on the surface, attributable to some major hindrances, according to what participants 
voiced in this study: the lack of resources (i.e., time and funding); a strong dependency 
on foreign material and the scholarship of UWI lecturers; the refusal to use local research 
findings; the perceived difficulty and nature of the research process by educators 
themselves; and the impact of an oral culture, are major encumbrances. As a result, the 
educators feel that the inclusion of research in their job description, special leave for 
research, designated funding, and leadership or a research community, would facilitate 
their involvement in research and writing. 
While teachers’ college lecturers languish for support to pursue scholarly 
research, lecturers at the UWI are encouraged and supported through various means to be 
so engaged. For example, research is part of their job description, they have sabbaticals 
for such work, funding and opportunities to share their work. Hence UWI lecturers have 
greater opportunities to explore and generate knowledge pertaining to their field and their 
clientele. On the other hand, teachers’ college lecturers are neither required, nor provided 
opportunities, to systematically explore and expand knowledge in teacher training. In 
light of this differential treatment between the two types of tertiary institutions, I am of 
the strong conviction that the “field” knowledge of teachers' college lecturers’ is not 
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sufficiently respected. It is therefore necessary to examine what accounts for this attitude 
towards these educators’ grounded knowledge. 
The lack of regard for the grounded knowledge and experience of Jamaican 
teachers’ college lecturers, as seen through postcolonial critical lens, can be broadly 
characterized as a function of Western domination through colonialism and now 
neocolonialism. By neocolonialism, I mean that not only do former colonial powers 
continue to greatly influence knowledge transactions in former colonies, but former 
colonial subjects are performing self-flagellation with oppressive practices and attitudes 
adopted from their former masters. During the early expansion of their empires, the 
British and other imperial powers systematically suppressed the knowledge bases of the 
local cultures they controlled, and both subtly and aggressively supplanted it with theirs. 
Consequently, Western powers have largely succeeded in not only convincing their 
victims to think about themselves in inferior terms, but to disregard their own knowledge 
and knowledge systems. 
This process of cultural domination and indoctrination largely took place through 
a transmission type educational system organized by the powers during the colonial era. 
Alas, the process surprisingly (or unsurprisingly) persists today through an educational 
system that is now governed by the formerly colonized. The cultural domination 
continues to operate primarily through the same transmission paradigm, which by nature 
has very little regard for local insights and experience. As Dahlstrom, Swaits, & 
Zeichner (1999) observe regarding this phenomenon: “This transmission perspective 
downgrades knowledge of practice and knowledge developed from practice and 
overemphasizes knowledge produced by ‘experts’ who are usually far away from reality" 
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(p. 160). In the case of Jamaican teachers’ college lecturers, their grounded knowledge is 
disregarded (by others and themselves) in favor of ‘expert’ knowledge transmitted 
through foreign textbooks, as well as that from the scholarship of UWI lecturers who in 
most cases know less than teachers’ college lecturers do about the day-to-day 
complexities of teacher training. A troubling question therefore, is how is this status quo 
maintained, with little or no effort even by teachers’ college lecturers themselves to alter 
the situation? 
The entrenchment of this insidious system as it obtains in Jamaica is largely 
attributable to the disparate intentions behind the established puipose of the teachers’ 
college versus the UWI. Yes, both were conceived to facilitate the colonial enterprise, but 
at different levels: the UWI was designed to train the ‘intellectual elites’ to perform the 
top functions of the colonial agenda; while the teachers’ colleges’ role was mainly to 
prepare individuals (i.e. teachers) to make the populace literate enough to carry out 
working class functions. Despite the fact that governance is now in the hands of black 
Jamaicans, we have collected the baton and largely continued running with the colonial 
agenda. It is also troubling that the process seems to have conditioned the teachers’ 
college lecturer to accept that certain academic endeavors, like research, are outside 
his/her professional scope, and hence defer to others at ‘the top’ - namely lecturers from 
the UWI and universities from the industrialized centers. As a result, teachers’ college 
lecturers recline in a state of dependency - involved more in knowledge re-distribution 
rather than knowledge generation. One participant was quite eloquent in recognizing this 
state of being: 
...We don’t seem to see teacher education as our full responsibility. We tend to 
leave research to the people at UWI, because they are the ones doing it, and they 
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then issue their findings to us. So we have a dependency syndrome — we seem to 
take comfort in the knowledge that somebody else is going to do it. And we are 
always there waiting with our out-stretched hand... (Frank). 
The possibilities of the Jamaican education enterprise, therefore, are under¬ 
realized because the intellectual potential of teacher educators is also under-utilized. If 
teachers' colleges were encouraged and supported to conduct research, as is the desire of 
some participants, perhaps there would be locally derived theories on manifold topics 
such as: the impact of the English language on learning, the benefits of Creole in teaching 
and learning Mathematics, the impact of foreign textbooks on the development of 
identity, classroom predictors of crime and violence, to name a few. These are issues that 
attract much speculation in Jamaica and require deeper understanding. Little is done, 
however, to study them empirically. Teachers’ college lecturers could make a significant 
difference in this regard because they are intimately involved in the classrooms: first by 
what they glean from entrants fresh from the schools, as well as through their supervisory 
interactions on the ground. These vantage points provide the educators tremendous 
opportunities to systematically gather, make sense of, document, and eventually share 
their findings. Unfortunately, this kind of research potential remains largely untapped as 
there is little or no expressed political will to exploit this advantageous possibility. 
Consequently, the problems of paucity of local material and the prevalence of foreign 
textbooks, highlighted in this study, remain largely unresolved. 
The culture of keeping teachers’ college lecturers largely unpublished also 
solidifies the process that keeps teachers’ colleges as second rate tertiary institutions. It is 
well established that colleges and universities are likely to command more recognition 
when the ideas and work of their faculty are publicized. Although teaching is just as 
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valuable as research, it is not normally brought up for special public notice. It is 
important research findings that provide further insights on some classroom concerns that 
are more likely to place the spotlight on an institution. Teachers’ colleges now experience 
limited visibility outside the fact that they are the primary institutions that train teachers. 
On the other hand, the UWI has greater visibility in terms of its faculty’s publication of 
scholarly material. This therefore, further strengthens their position as a legitimate 
tertiary institution, and confirms the opposite for teachers’ colleges. 
When post-colonial governments show little regard for teacher educators’ 
grounded knowledge, they are inadvertently advancing the agenda of neocolonialism and 
neo-imperialism in their societies. In so doing, the dearth of local knowledge production 
remains, and the reliance on Western text materials for educating the masses is unabated. 
It must be recognized that empowering our educators to have a voice about their realities 
is imperative in post-colonial societies. It is a part of the process of affirming our 
collective humanity in a world where former colonial powers continue to exeit their 
aggression through knowledge control and domination. To prevent this dehumanizing 
aggression, Freire (1970) argued, it is a must for those who have been denied the right to 
speak, to first reclaim this right. And it is a pan of the postcolonial worker’s (teachers’ 
college lecturers included) duty to “...reappropriate the writings of the ‘Other’ on the 
margin and rehabilitates their histories and perspectives on their terms, and push them to 
the center” (Mulenga, 2001, p. 448). Hence teachers’ college lecturers must be provided 
real opportunities and support to participate in constructing knowledge that is for, and of 
the Jamaican experience. The ensuing discussion provides another sense of the low 
respect shown for the experience of Jamaican teachers’ college lecturers. 
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A Disregard for Teachers’ College Lecturers 
Another notable issue in this study is the tenuous affiliation teachers’ colleges 
share with the Joint Boat'd of Teacher Education (JBTE) and the Ministry of Education 
Youth and Culture (MOEY). Although the three entities play distinct, crucial roles in 
training Jamaican teachers, the educators in this study sense that their contribution is 
seldom considered or sought in the decision-making process. I recall two comments to 
refresh the point: 
The Joint Board of Teacher Education, I'll put it this way, is the ruling power in 
charge of programs within the [teachers’] colleges. From time to time we are 
reminded that the Joint Board of Teacher Education is not some far-away group 
of persons, but consists of us lecturers as well. But I wonder sometimes though 
how much a part of the organization are we, [and] how much our interests and 
input are taken into consideration...? (Latoya) 
One of my colleagues said the other day that as far as the Ministry [of Education] 
is concerned, we are like an oxbow lake. Now if you are not a geographer, an 
oxbow lake is formed when a bend in a river or a meander in a river is cut off and 
the meander forms a lake somewhere in the backwater there, and the river 
straightens and continues its flow. We are cut off in flow, because we very seldom 
know what goes on at the Ministry. We are preparing teachers for the system, but 
we are not kept informed about the various related activities that go on at the 
Ministry.... (Grace) 
As represented in the comments above, the lack of regard and alienation experienced by 
the participants lie in the perception that their concerns, contribution and presence are 
largely discounted in the relationship they share with the JBTE and the MOEY. In my 
estimation this amounts to a disregard for the insights of teachers’ college faculty by the 
JBTE and the MOEY. Consequently, I see a connection between this development and 
certain retentions of colonialism in Jamaica. 
Perhaps it is easier to appreciate the connection to colonialism by briefly 
revisiting the original purpose for the creation of the JBTE and the MOEY in relation to 
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the teachers’ college. The JBTE, formerly named Board of Teacher Training, was 
established to manage curriculum and examination matters related to teacher education, 
and has largely continued to perform that function. Meanwhile, the MOEY” was 
established as a government department to manage all public educational institutions - 
teachers’ colleges included. On the other hand, the teachers’ college was established just 
after emancipation, primarily to train black Jamaicans to serve the children of that 
population. Because of the Western system of organizational arrangements enacted 
through colonialism, the teachers’ college, therefore, historically holds positional 
inferiority34 to the other two entities. That is, by virtue (or vice) of their roles, the MOEY 
and the JBTE are on the top level, while the teachers’ college occupies the bottom level. 
It might be argued that this is an innocent, natural result of the organizational tree, but I 
submit that this arrangement is an imperialist invention that largely does a disservice to 
the relationship in question here. Although the colleges are supposed to be equal partners 
with both entities in the teacher training process, the historical power differentials in 
place seem to prevent any genuine collaboration with, and regard for teachers’ colleges. 
According to one dominant thread of postcolonial discourse, this development is 
not difficult to appreciate, as many structures and relationships established during 
colonial times are earned on today through the process of neocolonialism. It is also 
evident that these structures and relationships are stubborn Tares’ (or tiers) to eradicate 
because of how deeply entrenched or “institutionalized” they are. Cogan (1983) made the 
following observation in relation to the neocolonial problem: 
” Formerly, the Ministry of Education (MOE). 
41 use the term positional inferiority to complement Said's “positional superiority” where he describes the 
West’s developing a view of themselves, and different positions of superiority in relation to Orientals or the 
Easterners. 
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One of the primary problems in the neocolonial relationship is the difficulty of 
breaking with past patterns of behavior, both personal and institutional [emphasis 
mine], since the infrastructures of government, industry, and education are ones 
established by the colonial power, (p. 170). 
It is not clear, however, if there is a deliberate attempt to preserve the status quo, or 
whether the culture is so deeply entrenched that we unconsciously carry on oppressive 
colonial practices in today’s society. In the Jamaican case, one would assume that the 
JBTE and the MOEY would understand the wisdom of pursuing and incorporating the 
experience and insights of teachers’ college lecturers in order to improve teacher training 
and ultimately the ailing education system. However, the parties stare at the problem 
season after season in a trance-like manner. It is my judgment that the important 
collaboration and dialogue that this tripartite nexus needs to engage in are hampered by a 
hierarchical structure that is perhaps more artificial than it is real. And it is through 
genuine respect for, and the appreciation of each other’s role, particularly that of the 
teachers’ college lecturer, that the process of dismantling the barriers can begin. 
Teachers’ colleges, the JBTE and the MOEY each has a unique role to play in 
teacher education and brings to the process a valuable perspective. Since teachers’ 
college lecturers are on the ground carrying out the training, they are in the best position 
to make sense of the workings of the system, and to make informed recommendations to 
the MOEY and the JBTE about improvement. Meanwhile, the JBTE’s role is largely one 
of quality assurance; this body provides advice on curriculum and evaluation matters. 
And it should do so by judiciously considering suggestions from the other two bodies. 
The MOEY which is largely the funding body, should not only provide advice on fiscal 
matters or of highlighting economic realities, but also gain a stronger sense of the urgent 
needs of the system. This would include, for example, gaining a greater sense of the 
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situation on lack of instructional resources in teachers’ colleges. If each body considers 
and attends to its role in those terms, their action would represent a significant step 
towards levelling current artificial hierarchical structures that contribute to maintaining 
oppressive colonial legacies. That development is likely to foster greater recognition for 
the invaluable support role that each entity has to play, and promote greater respect for 
particularly the contribution of teachers’ college lecturers. 
Teachers’ College Lecturers’ Services are Undervalued and Under-rewarded 
One important need for people who render any service is to feel that their efforts 
are justly rewarded. However, there is strong evidence in this study to suggest that this 
need is largely unmet among teachers’ college lecturers in Jamaica. The participants in 
this study unanimously concur that they are grossly under-compensated for their services. 
According to one participant, “.. .If I were to stop and look at my salary I wouldn't do my 
job. It’s really, really bad...” (Janice). And another: “...Every time I think about the 
volume of work, the lack of support, and the paltry remuneration that I receive at the end 
of the month, it is really de-motivating for me...” (Tanisha). In addition to lecturers’ 
wages being incommensurate with their out-put, there is a huge disparity between their 
remuneration and that of lecturers at the UWI. The findings of this study indicate 
therefore, that the services of Jamaican teachers’ college lecturers are not only under¬ 
rewarded but under-valued. What accounts for this economic injustice, and what are the 
implications for teacher education and Jamaican education in general, are important 
questions to examine. 
The apparent disregard for the work of Jamaican teachers’ college lecturers may 
be rooted in the historical fact that the teachers’ college came into being as an institution 
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for the black majority who were second class citizens in colonial Jamaica. Although the 
majority of teachers’ colleges were established since the 1800s3\ long before the UWI 
was established in 1948, they still have not been upgraded to degree-granting status - a 
precondition for improved salary, as argued by government. However, the UWI was 
conceived as a degree granting institution from its inception. An essential difference 
between the UWI and the teachers’ college is that the former was historically designed 
for the middle class and the ‘academic elite', w7hile the latter was designed to serve the 
working-class and the educationally dispossessed. Consequently, the teachers’ college 
was even considered the black man’s secondary school (Miller, 1990) during the colonial 
period; and even today, not truly recognized as a tertiary institution. It is also important to 
note that teachers’ college graduates were not considered suitable for teaching in 
traditional high schools36 until in the 1950s, and even then, they taught only the lower 
grades3 in those schools. On the other hand, UWI graduates were recruited to teach in 
the traditional high schools once the institutions stalled producing graduates (Miller, 
1990). Hence, the stage was set for teachers’ college lecturers’ service to be seen in less 
regal'd than that of UWI lecturers. 
The low regal'd of lecturers’ work, therefore, is part of a larger process that 
continues to lock the teachers’ college into positional inferiority in relation to UWI. 
Based on the origin and treatment of teachers’ colleges, as I outlined in chapter one, the 
^ Mico (1836), Bethlehem (1861), Shortwood (1885), and St. Josephs (1897) 
36 Prior to that time high school teachers were largely expatriates and white and brown Jamaicans trained in 
Britain. 
Jamaican high schools normally comprised of grades from 7 - 12: or 7 - 13 in some schools that still 
adheres strictly to the colonial system. Grades 7 - 9 are considered lower school and 10 upwards are 
classified as upper school. It is established in the Jamaican school system that it is the 'smarter' teachers 
who are assigned to teach the upper grades. 
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path was set for them to remain lower-tiered institutions unless radical interventions are 
made to alter that course. The status quo has largely remained, and paying lecturers 
pittances for their work is just one way of sealing the fate of these institutions. Because 
teachers’ colleges are not full degree-granting institutions, they are not considered 
legitimate tertiary institutions; hence, teachers’ college lecturers are also not considered 
legitimate lecturers and are paid accordingly. 
Government has demonstrated little foresight regarding the implications of 
undervaluing the work of teachers’ college lecturers. To some degree, I appreciate the 
reluctance towards upgrading the status of teachers’ colleges because of the short-term 
economic implications it would have for funding higher wages. However, government 
must also be cognizant of the long-term opportunity costs for not improving education in 
this fundamental way. There is little doubt that under-paying the individuals who train 
teachers will ultimately compromise the quality of the teaching services in general. The 
almost desperate struggle for economic survival among most teachers’ college lecturers 
will adversely affect their morale, commitment and professional dignity. 
As indicated in this study, most have to engage in additional income generating 
activities to offset their expenses in a country with a high cost of living. This undoubtedly 
compromises devotion to their primary assignment in the colleges. I have witnessed the 
exodus of many of my colleagues to the USA, Canada and Britain where they feel that 
their services will be better rewarded and where they can enjoy a higher standard of 
living. These are competent, highly qualified and well-experienced individuals who have 
left a void in the education services. This vacuum may take a few months to fill 
quantitatively, but years qualitatively. Although these individuals may send remittances 
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back to Jamaica, their real contribution benefits the already enriched industrialized 
countries. Thus, industrialized powers continue to fortify their empires on the resources 
of Third World countries like Jamaica, albeit in more subtle and generally acceptable 
ways. So far the discussion has concentrated on the negative meanings generated in this 
analysis - which unfortunately is where the preponderance of the educators’ experience 
lies. I will however, end on a more positive note with a topic which provides some 
measure of hope for teacher education in particular and Jamaican education in general. 
A Glimmer of Hope: Pockets of Radical Pedagogical Shifts among Teachers’ 
College Lecturers 
The Jamaican educational system is largely characterized by authoritarian 
teaching practices and curricula that tend to disregard the learners' experiences and 
frames of reference. For example, classroom transactions in general, still position the 
teacher as a transmitter of knowledge and students as obedient receivers. In describing 
the current situation, one participant remarked that: “...I know that there are many 
classrooms where the students are expected to do as the teacher says and to say what the 
teacher says. Teachers in Jamaica by and large don’t appreciate challenge from 
students...” (Grace). This teacher-centered philosophy is so engrained in our psyche that 
even an educational task force as recently as 2004, defined instructional time as “the 
hours that a teacher and students are present together imparting and receiving educational 
instruction respectively” (Task Force, p. 106). This inadvertent ‘admission’ is quite 
alarming coming from leading educators and other notable individuals who were 
entrusted to craft progressive strategies to reform Jamaica’s educational system. 
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The encouraging story emerging from this study, however, is that many teacher 
educators are radically departing from such hegemonic conceptions of teaching. As one 
lecturer declared, 
...I always look at that past [colonial] system as more controlling...And I was 
taught that way. But as soon as I learnt that that wasn't the right or effective way, I 
moved away and helped people to be independent learners. (Erica). 
Erica’s comment reflects the critical introspection that some participants are engaged in 
regarding their role as educators in a post-colonial system. As a result they have taken 
pedagogical stances that represent radical departures from what largely obtains in the 
Jamaican classroom. 
The findings in this study indicate that there is some shift among teachers’ college 
lecturers away from the inclination to posture him/herself as the all-knowing authority. 
This development is sharply expressed in the testimony of one participant: “I normally 
tell students that I have nothing to give them, because what we are going to be involved 
in is a shared experience. We are going to look at things, tear them to pieces, [and] 
rebuild together” (Frank). The egalitarian and critical stance taken by this educator seeks 
to dismantle the imperial order of things which I believe still dictates behavior in Third 
World societies, and particularly in formal education. From my sense of the history, 
colonial education was (and still is) a replica of what the imperial powers portrayed and 
represented in relation to those they colonized - the giver and the receiver. By extension, 
the teacher came across as the individual with all the knowledge, and students were 
empty-headed ignoramuses. 
This last point expressed above is consistent with the concept of tabula rasa - the 
somewhat erroneous view posited by prominent British philosopher, John Locke, that 
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children were blank slates. Although there may be some value to Locke’s theory, the 
uncritical embrace of it may very well have served to perpetuate and legitimize dictatorial 
educational practices in post-colonial societies. In Jamaica, this has contributed to the 
banking (Freire, 1970) or ‘mug-jug' approach to teaching and learning that has persisted 
over the years, and from my observation is still present to a significant degree at all levels 
of the education system. This process has not only prepared the black majority for 
subservient roles in the society, but has retarded the development of independent and 
critical thinking among many. This point relates closely with another significant 
pedagogical shift indicated in this study that I will now address. 
There is also indication that educators at the teachers’ college level are rejecting 
the idea that students should not question the teacher and that whatever he/she says is 
‘gospel.’ This posture among educators historically, has contributed to the uncritical or 
gullible approach to learning (and teaching) in Jamaican classrooms. As revealed in this 
study, however, there is a sense of hope in that some educators have parted company with 
that philosophy, and in turn encourage students to openly challenge and critique what 
goes on in the classroom. As we will recall from chapter five, one participant invited her 
students to: “...Challenge me...Don’t take everything that I give you as gospel. Go check 
it out and come back with your questions; [and] let us have a discussion” (Janice). And in 
observing her student teachers on practicum, another “.. .look[s] for the kind of questions 
that the teacher asks, and how the teacher encourages students to ask questions...” 
(Morina). These two voices represent a liberating pedagogy that can release the potential 
repressed in many Jamaican classrooms. 
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Another major shift reported by a few educators in this study is a conscious move 
towards appropriating Jamaican culture in students’ learning experiences. According to 
one participant, 
...In quite a lot of my presentations I encourage [students] to use drama and 
music. It’s pretty fascinating to see how they interpret the content and express it 
through these local forms. I find that they are pretty creative once given the 
motivation and the stimulation. Jamaicans are a little bit timid to express 
themselves through the written form. So we get more participation when they 
express themselves through those mediums [drama and music]... (Maria) 
It is not clear how widespread this approach is among teachers’ college lecturers, but this 
shift is long overdue as formal learning materials and methods have largely ignored local 
cultural needs and possibilities. The tremendous potential of local cultural forms in 
instruction is duly recognized by the Task Force on Educational Reform (2004) in their 
statement: “The potency of the visual and performing arts as disciplines in their own 
rights, as well as vehicles for teaching and learning are undervalued in the curriculum 
development and delivery” (p. 100). This comment is also an indictment not only on the 
teacher who implements the curriculum, but those responsible for developing that 
curriculum. Hence, there needs to be an overall reform of the system regarding this issue 
of revaluing and integrating local forms in instruction. 
Appropriating the local culture in education allows the learner to connect with the 
learning material as well as make greater meaning of his/her reality. Although there is 
some improvement in this regard, the Jamaican child’s local experiences and identities 
have been largely missing from the pages of the textbooks he/she uses in school. These 
deficiencies have effectively cheated the Jamaican learner of a more meaningful and 
liberating kind of education over the course of time. According to Freire (1970), when 
people see themselves in their education, they question their surroundings, analytically 
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view the world, and acquire the potential to develop. Seeing ourselves in our education 
has hardly been the experience of Jamaicans, and thus has undoubtedly affected our 
ability to critically examine our existence in the broader context, and to develop clear 
positive personal and national identities. It is, therefore, quite inspirational for me to learn 
that my colleagues in teachers’ colleges are taking an active role in redressing this reality 
as they prepare the next generation of teachers. 
These major pedagogical shifts from practices reminiscent of the colonial era 
indicated in this study represent a fundamental piece of the puzzle for educational reform 
in Jamaica. It is vital, therefore, that the cycle of uncritical and culturally insensitive 
learning be broken among would-be-teachers, in order to effect similar transformations 
among their students when they begin their practice. Hopefully, there will be greater 
strides made in confronting some of the negative retentions of colonial education. It is my 
view that we have not made the education system our own in a fundamental way by 
rectifying the negatives that continue to retard intellectual and social development. Some 
educators in this study, however, demonstrate that they understand that 
...since education is the precondition for development, the education systems 
inherited from the colonial period must be rebuilt. This means redefining of goals, 
content, structures, methods, approaches and values as part of a mould-breaking 
strategy. (Hoppers, 2001, p. 33). 
It is heartening, therefore, as revealed in this study, that some educators are critically 
repositioning their roles as teacher educators and are encouraging their students to be part 
of that consciousness and change. 
I started this journey because of my commitment to understanding more about the 
system in which I practice - particularly teacher education. It has been a fulfilling and 
fruitful experience as it has provided me with profoundly meaningful insights regarding 
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the status of teacher education in Jamaica. I have learnt that there are entrenched colonial 
vestiges that continue to undermine the education system and teacher education in 
particular, but I have also sensed some degree of hope and possibilities. Some of the 
issues that were highlighted in this exploration are new to me while others confirm some 
personal observations. Together, the issues represent strong evidence that Jamaica 
continues to operate a two-tiered or dual system of education, in which teachers’ colleges 
are not regarded as legitimate tertiary institutions, and continue to occupy the lower tier. 
On one hand, an elitist brand of education consisting of the private elementary school, the 
traditional high school, and the University of the West Indies largely serve the middle 
and upper classes. On the other hand, a largely under-supported and under-regarded 
system consisting of the public elementary school, the upgraded high school, and the 
teachers’ college serve largely the working class. Our inability to break free from those 
chains of inequity and elitism in education suggests that the Jamaican society still has 
some distance to go in “emancipating ourselves from mental slavery.”38 Hopefully, the 
promise that is reflected in the pedagogical shifts indicated in the practice of some 
educators in this study will act as a strong catalyst for educational transformation in 
Jamaican. 
Words in quotation were crafted by Marcus Garvey, Jamaican philosopher and central figure of the Pan- 
Africanist movement, but popularized by fellow countryman Bob Marley - Rastafarian reggae pioneer. 
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APPENDIX A 
PARTICIPANT CONSENT FORM 
PARTICIPANT CONSENT FORM 
Teacher Education in a Postcolonial Context: A Phenomenological Study of the 
Experience of Jamaican Teacher Educators 
I. My name is Erold Bailey. I am a doctoral student in the Teacher Education and 
School Improvement (TESI) program at the University of Massachusetts, 
Amherst. For my dissertation study, I am interested in exploring Jamaican teacher 
educators' experience, the meaning they make of their experience and how it 
possibly connects to the country’s history. I am interested in this study because as 
a Jamaican teacher educator myself, I appreciate the context in which you work 
and would like to understand more about what it is like for you to perform your 
job. 
II. In order to gather information for this study I am using a phenomenological 
methodology comprising a series of three in-depth interviews. The interviews will 
take place between June 21 and August 15, 2005. Each interview will last for 
about 90 minutes, 2-3 days apart. In interview 1,1 will talk to you about your 
experience before you became a teacher educator; in interview 2,1 will ask you to 
describe in as much detail as possible, your experience as a teacher educator; and 
in interview 3,1 will ask you about the meaning you make of your experience as a 
teacher educator. 
III. The interviews will be audio-taped and later transcribed by myself and a 
professional typist. Transcripts will be done verbatim as your words will be 
extensively used in this study. However, your name, the college you teach, and 
any other details that might disclose your identity will not be used in any written 
material and oral presentations in which I may use material from your interviews. 
Instead, pseudonyms will be used for all names and places in order to protect your 
identity. 
IV. Your participation is entirely voluntary and you are free to refuse participation or 
discontinue at any time without penalty or prejudice. In addition, at your request I 
will send you copies of the tapes or later the transcripts. 
V. I will use the material from the interviews for purposes of my dissertation, 
professional presentations, and journal reports and articles. By agreeing to this 
consent form, you are giving me permission to use your words extensively in my 
dissertation and other professional publications. 
VI. You have been furnished with two copies of this informed consent, both of which 
should be signed if you are willing to participate. One copy should be retained for 
your records, and the other should be returned to me. Your signature below 
indicates that you have read and understood the information provided above, that 
you willingly agree to participate, and that you may withdraw your consent at any 
time. 
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If you have any questions about the research, or your participation in it, you can reach me 
at: 
Tel: xxx xxx xxxx (US); xxx xxxx (Jamaica) 
Email: ebailev@educ.umass.edu 
I,_have read the information in this consent 
form and agree to be interviewed under the conditions stated above. 
Participant's Signature:_ Date:_ 
Researcher's Signature:_ Date:_ 
I 
f 
I 
i 
\ 
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INTERVIEW PROTOCOL 
The Experience of Jamaican Teachers’ College Lecturers 
Interview I: Life history before becoming a teacher educator (90 mins) 
Tell me as much as you can remember about your life before you became a teacher 
educator. You can go as far back in your childhood as you can remember. 
1. Talk about your family background 
2. Talk about your education (from primary to tertiary) 
3. Talk about your work in the school system (if any) before being a teacher educator 
4. Talk about your decision to become a teacher educator 
Interview 2: The experience of being a teacher educator (90 mins) 
Tell me about your experience as a teacher educator providing as much details as 
possible. 
1. How long have you been a teacher educator and what do you teach? 
2. Who are your students and what is it like teaching them? (e.g., teaching/learning 
methods) 
3. What is it like supervising student teachers? 
4. What is it like preparing for your job? 
5. Talk about the resources at your disposal 
6. Talk about the organizations with which you are affiliated 
Interview 3: The meaning of being a teacher educator 
What is the meaning/significance of being a teacher educator to you? 
1. What does it mean for you to be a teacher educator in Jamaica? 
2. Talk about your role as a teacher educator in the Jamaican society. 
3. Talk about your teaching methods, preferences, etc. 
4. Give your views about local research & scholarship in Jamaica 
5. Talk about the status of the teaching profession in Jamaica 
6. In what ways, if any, do you see your work connected to Jamaica's history? 
7. Talk about how your work connects to other spheres of your life. 
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TIMELINE OF STUDY 
1. Prepared preliminary chapters (January - May 2005) 
2. Conducted interviews (June - August 2005) 
3. Transcribed and analysed interview material (August 2005 - January 2006) 
4. Prepared report and shared with advisor (February - June 2006) 
5. Shared report with other committee members (July - September 2006) 
6. Revised report (October 2006) 
7. Oral presentation of report (October 31, 2006) 
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